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INTRODUCTION

A fund-raising pamphlet, first issued in 1752, by the
College of New Jersey, later Princeton University, begins with
an affirmation that was even then common lore: "Nothing has a
more direct Tendency to advance the Happiness and Glory cf &
Comminity, than the founding of public Schools and Seminaries
of Learning, for the Education of Youth, and adorning their
minds with useful Knowledge and Virtue.' The evidence for this
assertion presumebly rested on "Daily Observation" that "evinces,
tlat in Froportion as Learning makes its Progress im a Country,
it softens the natural Roughness, eradicates the Prejudices, and
transforms the Genius and Disposition of its Inhabitants. New
Jersz7, and the adjacent Frovinces, already feel the happy Ef-
fects of this useful Institution.'*

It is peculiarly appropriate that two centuries later
Princeton should be the site of a conference whose theme "Qual-
ity and Equality in Education” implies that these "happy Effects"
will not be diffused throughout the land until high quality
schooling is equally accessible to all Americans regardless of
creed, color, national origin, social class, or differences in
talent. The achievement of this end is both & social necessity
and a moral obligation thet is not fully discharged by the na-
tional commitment to tax-supported, universal, compulscry edu-
cation. The equal right to attend some school is merely & neces-
sary but not sufficlent condition for "equal educational oppor-
tunity." A more adequate derinition of this concept would be
attentive to the full range of variables in school and society
that enhance or impede learning. There is no real parity when
some children are systematically handicapped by environmentally
induced social and psychological deficits or when the schools

di;gense high quality education exclusively tc the academically
gifted.

Recent research on the problems of the poor, HNegroes,
and Puerto Ricans leaves no doubt that the school system magni-
fies the inequities of a stratified society by offering some
children superior education while denying it to others. Mean-
vhile, the mediocre or below average student from high income
communities 1 victimized in a more subtle fashion. He is often
publicly symbolized as a failure by a school that measures its

¥ Gilbert Tennept and Samuel Davies, A General Account of the

- Rise and State of the College, Iatel%oEBtabushed in the
Province of New-Jersey in America, (London 175%), p. 3
quoted m‘ﬁicmrd—‘m‘f‘v‘atadter and Wilson Smith (eds.), Ameri-
ean Education (Vol. Gne), The University of Chicegc
Press, 196L. pp. 9L-92.
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own success by the proportions of its gradustes accepted by
prestige colleges. The result is in varying degrees similer
in both cases: the individual child experiences & daflstion of
self, anxiety, and hostility. At the societal level, lack of
eéncational cpporturity severely restricts the positive func-
tions of education as a mechanism for recruiting and discovere
ing talent, as an agent for economic growth, as a vehicle for
social mobility, and as an instrument for peacable social

change.

Discussions about these metters have not always been %
respensible, During the "Great Debate" on education, the .
"critics'" overwheiming preoccupation with the problem of
gifted children debesed the concept of equality, while the
"educationisits!" seeming indifference to imtellectual rigor ,
violated the principle of quality. In view of these circum-

stances, it seemed urgent to convoke schoolmen and academics

of diverse viewpoiuts, disciplinary affiliations and experi-

ences fer the purposes of identifying goals and suggesting the

means of furnishing a high quality education for all. It was

assumed that a ratiomal strategy for dealing with these matters

required that the work of the conference should be pr

oriented to gemeral criteria and principles, while cencrete "how

to" problems should be postponed until more general issues had

been satisfactorily resolved. Thus, for example, although much

of the conference was devoted to the problems of "individusliza-

tion of instruction,” there was comparatively little discussion -
on the allocation of "class hours” to various disciplines, the
appropriate sequence of cognitive devalopment s and other techrie. :
cal questions of curriculum and instruccion. Similerly, the ur-

gency of Jutegrating the schools was implied throughout » but

there weve no full-scale discussions on the pace at which it

should proceed, racial ratios, the bussing controversy, and kind-
red matters,

The selection of specific topice within the contex: of
the broader theme was guided by the conviction that, in its most
fundamental form, education consists of & classroom, teachers,
puplils, and & set of organized experiences that are designed to
Yield pre-selected outcomes. These include » &t minimum, changes
in knowledge, skill, values, end rersonality adequacy. However,
the miniature social system of the classroom is connected through
the school to a larger institutional complex that restricts its
autonomy. In the most general sense, the classroom is influenced
by the total characteristics of American society and the educa-
tional system. More specifically, activities within the school
are importantly determined by the aims that scciety seeks to




echieve through Zormal education, the human and matural re-
gources it allots to w..2e purposes and the means within the
eduecationsl syctem that are seiscted to accomplish the desired
ends.

These considerations suszs"+~»4 the adoption of the fol-
lowing agenda with the expectation that each topic should be
considered in relationship to the main theme of "quality ard
equality in education.”

I. "Polarities and Tensions in the Bducational Systen"
Chairman: Japes E. Allen, Jr.

B Paper: Harold Taylor

- Discussants: Sidney Hook and Martin Mayer

¥
R {

The intent of this gession was to exjglore such traditional
| yet living controversies as the excellence of the elite vs.
Y ; the excellence of all; the conservation of values vs, the
|

e aiaanaties
%o

introduction of change; education for the "mind" vs. edu-
cation for the "whole person.”

o T O a1

IX. "I ‘hallenges of Group Differences
Coairmans John Henry Martin
Papar: Peter H, Rossi
Discussants: Martin Deutsch and Mertin Trow

Rl SR e

- The emphasis in this session was on the anticipated, unavoid-

g - able, and permanent fact of diversity in the American popula-
tion.. Diversity arising in part from racial distinctions and
differences arising in part from class differences are at pre-
sent of greatest significance, ' .

III."The Challenge of Individual Differences"
‘ Cheirman:  Henry S. Dyer
Paper: -~  -Samuel A. Kirk
N -Discussants: Fritz Redl and Milton Sck .oel

This -gession was devoted to inter- and intra-individual varia-
tion and to those forms of diversity that are presumably
"rathological” and susceptidie to remedial action.

IV. "Biucation in the Social System: External and Internal
- Influences Affecting the School"
Cheirman; Blizabeth Greenfield
Papers Jaokn C. Flapagan
"~ Piscussants: Herman H. Long and Clarence Senior




T B B AR

- e .
TN TR ST T T

The main concern of this seesion was to explore the range of
infiuences inside and outside the classroom thet affect the
educational process. The emphasis was ou the relationship
between school and society, and on the internal structure of
the educational syestem.

V. "The Content and Processess of Education"
Chatrmens Jemes J. Gallagher
Paper; Edgar 2. Friedenberg
Discussants: Miriam L. Goldberg and Samuel Shepard, Jr.

¥nis session was designed to deal with the formal coatent of

the curriculum, methods by which this content is transmitted,
the role of evaluati’on in assessing the success or failure of
these methods, and the role of research in the production of

nev knowledge and methods.

VI. "The Recruitment and Training of Schoolmen"
Chairman: David G. Salten
Paper: Robert J. Schaefer
Discussaats: Judson T. Shaplin and Theodore R. Sizer

This session focused on the cultursl values, social mechanisms,
and inctitutionmal resources that affect the motivation, the
training process, the develcpment of appropriate roles and
career histories of teachers and administrators.

VII."Beyond the Iwelith Year: The Problem of Continuing

Education"
Chatirmans John ¥, White
Paper: John Walker Powell

Discussants: Iouis M. Backer and &rnest van den Haag

This session was based on the assumption that education shouid
be & life-long process for all segments of the popuistion. Iv
considered the appropriate contribution of college, adult and
self.edugation in achieving this goal.

Barold Taylor's keynote paper revealed the massive mood of
discontent that vas to characterize much of the conference. Ace
cording to Taylor, the functions of the schocl should be dsfined
by twvo features of contemporary American society: its "mass"
character, and the requirements of democratic existence. The
problen is everyvhers to discover how to doel with hvuge nurbers
of people 80 that "each can share in responsibility for his own
choices, each can be linked directly to the sources of political
and social power, and =ach can be enhanced in the dimension cf
his persomal growth.” The Anti-Poverty Program, the civil
rights movement, the Peace Corps, and the student movements are
to some dagree novel and welcor) responses to this challenge.




However, according to Taylor, educational policy and
practice 28 not been similerly responsive to the perplexities
of contemporery life. One index of inadequacy is that the en-
tire budget for education st all levels «e locel, state, and
: federal -- is less than half of the combined expenditures for
i military purposes and spece <xploretion. Such resources as do
a exist are not used to best effect. The schools have failed to
recognize the needs of a democratic society by concentratirng
their efforts on limited functions and a selected segment of the
population. The interpretation of education which is confined
to the improvement of instruction in the cognitive sphere, while
underemphasizing the psychologicul and social dimensions, has \
led to the development of a "standard curriculum adspted to a
standard child who, when seen in action, turns out to be a
middle-class white Protestant achiever." The schools have too
often regarded themselves as manpower agencies that provide the
trained cadre of "scientists, technologists, linguists, and
others who can man the going organization." The high school thus
becomes primarily a conveyor belt that is designed to transport
yourg people to prestige colleges. Meanwhile, the academically
average student and those victimized by low income, racial dis-
crimination, ané impoverished enviromments are negiected.

——— -
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The result is s real danger that there may develop "two
cultures with two educational systems designed to foster them,
one for the messes, the other for an elite . . ." The products
of both tend to be deficient in sensibility, self-knowledge,
spontaneous life styles, and are content with a "television-
watching, movie-going mass culture, the target of the social
critics, and the delight of the advertising agencies.” The solu-
tion rests in the mobilization of all the resources of the - )
schools -- the spirit of socisl concern that motivated them in
the thirties; the extension of such experiments as ungraded
classrooms, remedial teaching, pre-school programs and the like;
new teacher training programs -- to achieve gemuine equality of
opportunity in education. This may be defined, according to
Teylor, as follows:

X1 e P
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Equality in its fuller sense means that at each level and
within the particular situation of each child, education
mist be designed to deal with the child's situation, whate
. ever it might be. Within the broader meaning of equality,
L quality of education is measured by how well it deals with
8 the child's total development, how much it increases his
capacity to think, to learn, to grow, to mature, to estab-
1ish his own identity and his own usefulness to himself,
% others, and to his soclety.
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Sidney Hook and Martin Mayer, who discussed Tuylor's
parer, dissented fror his analysis in numerous yarticulars.
Both took issue with the strength of Taylor's empbasis on uti-
1izing the school &8s an egercy of social reform and his blanket
indictment of middle class values. Each believes that the school
makes its maximum contribution not by a direct onslaught on social
1118 but ruther by indirection -- that is by developing immgina- |
tive, critical, well informed people. If the schools defined !
their function as the reconstructicn of society, they would be
undertaking tasks which they are not equipped to perform and ‘
that fall properly within the province of home, church, and L
state. They also agreed that it is important to distinguish
between various kinds of middle class standards because some
value comnitments ars demonstrably functional and others dysfunce =
tional for living in a modern, complex, industrial society.

The discussants, themselves, were not in accord on at
least one major point. Mayer dctected a "logicai antagonism"
between "equality" and “diversity." Professor Hook, however,
argues that this’'distinction confuses "equal" with "identical."
Democratic theory recognizes that people differ in capacities
and achievements but it insists on an equality of concern for
all men. Thus, & school. whose program mekes due allowances for
the individual differences of all of its students is at the same
time dsmonstrating the compatibility of the concepts "equality"
and "diversity."

Peter Rossi's paper deals largely with the group and
categorical berriers to the achievement of quelity and equality
in education. Although he paid tribute to & number of the his-
torical achievements of the American system of education includ-
ing its generous political support for schools that have been
remarkably effective in training talent, providing opportunities,
and assimilating a heterogeneous population, Rossi was less
sanguine about the capacity of education to deal with current
challenges. The heart of the dilemma, as he sees it, is that
it is no longer as possible to utilize persons of low educational
attainment in the labor force with the result that the function
of absorbing deprived groups "into the meinstream of American
scciety has teen largely allocated to education in a period in
which small success will be judged as failure." These popula-
tions are characterized by "poor ability, /as measured by stand-
ard devices ) scanty knowledge, and low levels of motivation, at
levels of deficiency far below those 'mormally' encountered in
dealing with the ‘standard! American school powmulation.” Thece
differences have their origins in differential wealth and in-
come, dysfunctional cultural patterns, and punitive psychologi-
cal experiences. Ae Rossi points out:




10 be lower class and/or Negro in contemporary Americs 1is
to know from & very early point in life that one is dif-
ferent from !'standard’ American and different in ways
vhich are dsvalued. This 4s the sense in which %o be in
such groups is to be continuously punished.

These historically conditioned disabilities result in apathy,
aggreasion, a deviant value system, and an unsteble family struc.
ture that perpetuate an unnuppy legacy.

Rossi proposes two major forms of intervention. Tbe
first consists of "breaking the vicious cycle" by exposing child-
ren to supplementary experiences such as pre-school. progreas,
"Higher Horizons" type yrojects, perheps even neighborhood reei-
dential schools, and by enriching ordimary schooling by such
measures as tutoring programs and imsginative use of volunteers.
The second form of jntervention involves introducing basic social
reforms such as the establishment of a floor under income, changes
in the stratification profile, and the extension of legal equality
to everyone. In undertaking such action, society should be mind-
ful of certain generslly desirable characteristics that should
characterize all programs of intervention, i.e. they should be
1) potentially capable of affecting large numbers of people, 2
involve mamageable costs in human and natural resources, and 3
be capable of producing significant effects.

In commenting on Rossi's paper, Martin Trow indicated
that the commitment to all forms of intervention was in large
measure determined by an allegiance to the "strong" as opposed
to the "weak" versions of equality of opportunity.

The 'weak' concept, the treditional liweral view of equality
of educational opportunity, would remove all cxternal bar-
riers, birth and wealth, which would hendicap the transition
of intelligence into academic achievement and then career
achievement. In that view, intelligence is more or less
fixed largely genstically, or at least treated as if it were
80, and the demand is thet able boys and giris of humble
birth be given access to decent education . . .

The !strong' conception ¢f equality of opportunity sees in-
telligence as achieved and calls for equalizing the oppor-
tunitices for gaining intelligence. The dsmand is much more
radical in its implicaticns, since much of intelligence is
acquired or aborted in the famfly. Thus this doctrine calls
for quite active measures te help the family help its childe
ren, hovever much ve are inclined to flee from those who
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come €0 help us, and further measures to supplexrent fard.

lies® efforts throuwgh vhat might be called componsatory

socialization, This is a commitment to Lelp the child, ds- .
spite the fmdly's inability cr indifferencs or, even, its i
active opposition. . . '

A bazis difference between the weak conception of educetional ‘
apportunity and the strong is the difference in the demands —
it mkes on the schools for the succezs of the student. Une-

der the weak conception, whatever else might lave teen said

about it, the student's failure basically is placed on his

own shoulders, Under the strong concept, the student's

feilure is zoen as a failure of the schools or the teachers,
and this is wvimt people have been calling for from time to S
tive, yesterday and today., This makes, cf course, mwh -
severer dewands on the rchool and teachers. I think it in N
part accounts for the nav concerns for educational relorm

and for our ssarch of wvays to intervene in owr search for

levers.

The adoption of "astrong” notions of equality would require
extensive eZforts to improve the quality of instruction and to
alter the climate of teaching and learning. These wculd ianclude
differential revards for teaching in difficult circumstances,
the treining of teachers in slum living, the use of some forms
of programmed instruction, experimentation with different ratios
of recisl and class mixtures, and manipulation of the curriculum
to encourage the spirit of intellectual advanture rather than
boredom. We must also be prapared o examine the effsctiveness
of the structure of the school system itseif, particularly the
decision-mking process. And like Rossi, Trow speaks of the
possibility of basic social changes including the establisiment
of minium income provisions, full civil and legal rights for
all, compencatory socialization in family situations, and pere
haps even a negative income tax.

From the vantage point of his izmense authority as s
plonsar in pre-achool programs, Martin Deutsch cauticnsd thst
ve my be expecting too much from this form of intervention. It
is unlikely that such experiences will substantially reduce cume-
lative social &nd psychologiocal deficits unless they are 1) artic-
ulated with subsequent school progrems, 2) effectively interpieted
to perents and the school system, and 3) taught by instructors
vho find gratification in tesching "slow" children. It is evi-
dent that Deutsch feels that, in the haste to introduce pre-school
programs, some of thete conditions bave been neglected. It is
essential at the very least to introducs into all such efforts




systemtic provisions for effective eveluation. Such evaluation
88 nov exists tends to be immdequate. According to Deutsch: "It
has been evaluation of cutput variehles; an evaluation of pere
formance, not evaluation of process; not evalugtion of where
learning takes place or how it takes place."

The entire problem of introducing a greater msasure of
equality and quality in the education of the disadvantaged is, of i
course, only oune aspect of the broader question of how to provids

individvalized instruction for all children, no matter what their

social origin. Papers by Samuel Kirk, Jon Flanagin, and Edgar

Friedsnberg dealing with varicus facets of "individual diversity"

provoked the spirited discussion on the merits of ability group- -
ing and the use of tests that was tu occupy much of the subse- —
quent attention of the conference. .

Kirk's admirable treatment of inter-individual differences
(varisbility among members 6f a group) and intra-individual dife
ferences (variavility withir the same perscn at different poirts
of time) clearly indicates how moot are the assumptions underiy-
ing homogensous grouping. The author cited the evidence compiled
by H. G. Shane showing that there are no fewer than thirty-tive
plans that have been adopted by achools to group children accord-
ing to one ¢r more differentise., Thus, for emnle‘,’ it is come
ot to classify by such broad categories as "gifted” and "retard.
ed” but there is no clearcut evidence that these practices have
been baneficial. As Kirk points out, "ons of the reasons why a
simple administreative organization has not solved all of the
problems ancountered by variability in children is that gifted
children or mentally retarded childrsn do not themselves form a

group.” Considerable data substantiate that retarded

children exceed the average in weight, height, and motor coordi- o
nmation. There is considerable overlap in sensory and motor areas o
and even in interpersonal relations. g
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The rationale for ordinary "tracking”" procedures within
normel populations, that are based on the assumption that intelli- -
gende 1s & fixsd quantity, ave equaliy questiomabie. Kirk's 5
summary is instructive: .
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] The extensive literature available today indicates, a) that

k the I.Q.'s of young children are not constant when we exclude
the clinicel and pathaiogical cases such as mongoloids; b)

that the greatest increacss and dscreasss occur mostly be-

|} tween birth and three yesrs of age; c) that increases and

L decreases in tested intelligence can occur between ages four

k and seven tut in diminishing extent; and 4) that enriched or
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stimulating environmsnts can increase the rste of desvelop-
ment of children from disadvantaged homes even at & later

age, ard @) that the increases are in inverse relationship
tc the age of the child.

These findings suggest that any grouping of children btased on the
assumption that intelligencs is an inmutable entity is not con-
sistent with the evidance, They also leed Kirk to conclude with
others that, since most of the growth or decline in tested iutele
ligence occurs before the age of three, pre-nmursery schools
should be established for those children whose envircmments are
unfavorable to learning.

In his discussion of children with special disabilities
or behavior disorders, Kirk emphasites that ths school need not
alvays, a la psychiatrists and caseworkers, treat "underlying
causes." Frequently dissbilities may be dsalt with at the symp-
tomatic level and in individwal tutorial situations. He cites
as illustrations tha instance of a boy whose emotional disturb-
ances were alleviated bty the removel of a reading deficiency and
an account of tventy-five boys, most of whom were cured of biting
ttﬁrmillbythesmpleemuentofmﬁngamMcurut file

shorter.

The discussants of the paper, Fritz Redl and Milton
Schwebel, concurred in Kirk's views that some problems are ade-
Quately disposed of by treating them purely as learning difficul.
tiea, BSchwebel suggested that attantion to such simple matters
as teaching children how to study might alleviate many of their
tensions and anxieties and that requisite individual tutoring
might well ve undertaken by the unorthodox method of recruiting
able students to teach others.

At the sames time, Redl emphasized that Kirk had perbaps
urwittingly showm disrespect for clinical complexity. "Symptoms"
differ in their significance. Some are of no intsrxest to the
clinician, but others are indicative of subsurface problems that
mist be trealed with available moGes of peychotbexapy. Iu &uny
cass, it is important to recognize that children are much more
varied and puseiing than clinical classifications would indicate
and that they do not conveniently classify themselves in accord
with textbook categories.

John Flanagan found himself discussing many of these saxe
issues ir his vaper on the "extermal” and "intermal" influences
" affecting wne school, some of vhich Clarence Senior mede more
vivid by spscific references to New York. Some of the external
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i factors cited include the rise of science and technology, the
changing character of urban communities, conflicts between vari-
ous political subdivisions, the increasing salience of interns-
tional relations, and a growing emphasis on quality education
for the gifted. Internal problems include tredition and inertia
within the educational system, poor quality of textbooks, the
distribution of talent within the education professions, and the
changing charecteristics of the school population. The complex-
ity that arises from the convergence of these “"externcl" and
"internal" forces lead Flanagan to conclude that schools must
constantly evaluate their programes in the manner of the manage-

ment procedures and technologies used by modern business organi-
zations.

His main focus was the deeiradility of developing a pro-
cedure that would 1) define the school's goals in behavioral
terms; 2) devise means for measuring the child's potential for
achieving these goals, the amount he has alrcady learned and the
rates at which he bas learned; 3) introduce methods of evaluating
instructional material and practices; and 4) collect data on the
subsequent experiences of students wita selected characteristics
who have been exposed to various curriculs and teaching strate-
gies. Since 1t is difficult to store so much informetion in the
head of any one individual, these dnta would be committed to the
memory of & computer which would feed them to school personnel
as quickly as they were needed. Although these proposals offended
Some members of the confarence as excessivel, mechanistic s Flane
gan intended them to assist individual students to achieve their
own personal goals. According to him:

To assist the student in planning long-range educational and
occupational goals, the counselor would compare the same com-
prehensive student data in the computer memery with norms
based on studies of the experience of students with similar
characteristics. For example, if the student indicated he

is seriously considering engineering s the counselor can in-
form him that 80 per cent of the bays with this pattern of
aptitudss, interssts, achievement , &nd acvivities who enter
college engineering courses graduate.

Herman Long, one discussant of Flanagan's yapcr, objected
to the fact that the evaluation procedures cited werc not germane
to the problems of equality of educational opportunity because
they failed to take into account that Negroes, low income groups,
and cthers were afflicted by varying degrees of chronic Gisabile
1ty. An approach that appeared to sssume that the obsarved
characteristics of children adequately represent their "true"
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capacities in effect countenanced the continued existence of
current inequities. During the same session, Clarence Senior
noted with some satisfaction that in his home city, New York,
achlevement tests have been substituted for I.Q. tests which
assume that "measured intelligence" is free from the contamina.
tion of envirommental influences.

Many conferees apparently shered the skepticiem about the
value of group testing. Their chief objections seemed to be that
prior knowledge about students in the form of group norms might
lead to undesirable instructiomal practices which would hinder
the discovery of the childis capabilities. Samuel Shepard des-
cribes what may occur irn many classrooms when teachers pattarn
; their irstruction to the I.Q. of their students:

? Mary bas an I.Q. of 119. Mary doesn't respond very quickly,
80 wvhat does the teacher do? Now, come on, Mary, you can

‘ do this. You know how we did it last week. Well, she

' starts pushing, she starts motivating, stimilating, enccur-

i uging, and she doesn't give up until she is satisfied with

f Maryts performance.

What happens typically when she calls cn old Charles over
bere with 71?7 Well, if he grunts clearly, she rats him on
the shoulder: that's fine. Now, you Le here tomorrow and
we will move the pianos and water the flowers and you cau
dust the erasers and you can do all of these things. Tiis
is differentiating the instruction according to the ability
of the kid, This is the kind of chance that 0l]d Cherles

; gets. He doesn't have a sucksr's chance. He has no such
thing as an equal educational opportiaity. What stimuiation
and motivation does he have? Kone,

The expression cf strong misgivings about testing was by
no means unanimous. While all agrezd that standard measuring
devices were subject to abuze, ssveral confereas believed that
their use wes inevitable in a mess society. The remedy counsists
in ajerting all who use tests of their danger and in converting
then from instruments of invidious comparisen to disgnostic de-
vices. Mldre” Goldberg added the caution that the current an.
tipathy to the use of group I.Q. teste might be still ancther
oxpression of the faddism that periodically appears in the field
of educatica. These instruments, she thought, should not be
abandoned without further study and in the absence of alternative
cvaluation procedures.

Bigar Friedonberg's discussion of irdividuel differences
implied that, although the conferves sesmed united in their
] villingress to respect individual diversity in the cognitive
'p realm, they were not similarly zealous about the right of chiide-
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z ren t0 reject the middle ciacs, bureaucratic "wheeling and deal-
i ing" ethos. Thus, Friedenberg argued, while it is true that
children must be taught to survive in a8 corrupt and conformist
society, they should not be persuaded of its moral superiority.
Genuine quality education would not encourage them to develop
the "marketing"” orientatiocn that is so cheracteristic of suc-
cess in school and society. The school is especizlly culpable
when 1t confuses spontanecus and open life styles that in their
totality represent "fidelity to self" with pathology and in the
name of treatment and helping seeks to reclaim the student for
g the sterile world of their "better adjusted” peers and eldere.
: This, Friedenberg hclds, is simply an umwar-anted intrusion on
the privacy and integrity of the individual personslity. In
general, the author was skeptical as to whether those persons
who proposed to intervene in behalf of the underprivileged
vould be willingly retained by thcse whom they would help.

Both Miriam Goldberg and Samuel Shepard who discussed

p Friedenberg's paper were sympathetic to his concern for the in-
dividuality of students. However, Shepard, whose Bannecker Pro-
gram in 5%, Louis 1s one of the few demonstrably successful ef~

o forts to introduce greater quality and equality in education,
“ contended that:

o TSR ot e Ly

Middle class w lues and behavior patterns characterize the
mainstreem of American life, The culturally-dieadvantaged

! Negro is largely outside of tlat stream and, indeed, often
incompatible with 1%, certainly in the urban ceuters of- the
nation. The very survival of the Negro and of the democratic
way of life itself demends that no large segment of our PO~
lation be allowed to be apart from this stream.

Professor Goldberg was not altogether persusded by the
privacy erguments advanced by Dr. Friedenberg.

Ve bave only a bare beginning and there is a great deal thst
needs to be learned about how to compensate for every defi-
ciency; how to present lesxning teske o children end, yes,
how to help them want to learn. If this is an intrusion of
thelr mrivacy, 2o be it, But without this intrusion they
will not learn to read and write; to desl with ideas ox
develop their talents., If we guard thair privacy from ine
trusion by the school, it will remein a rivacy of dizcoure
agexsxt and defeat, of distortad self-image and gelf-rejocw-
ticon and be left wide opca vo ths intrusion of dsstructive
forces vhich prey upon the marginel individual,
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It is evident that both Goldberg and Shepard do not be-
lieve that the failure to intervene liberates the individual.
We are obliged to try to change the lives of owr students, but
we should do so, as Dr. Goldberg puts it, by creating "learning :
situations in which children with grest ranges of ability, child- o
ren with diverse interests and bents and talents can proceed with
their eGucation.”

Every such aspiration for the improvement ian the quality
of instruction directs our attention to the recruitment and
training of schoolmen. Robert Schaefer's paper emphasizes that
although extrinsic motivations such af salary, fringe benefits,
and social status are important elements in attracting and re=-
taining teachers it is probable that "the kinds of psychic re- _
wards available in the instructional situation itself are of —
more fundamental importeuce to the teacher than the tangible
applee society may choose to place on his desk.” The availsnbil-
ity of such rewards are, however, sharply restricted in "slum e
schools"” by the inadequacy of the teacher's collegiate prepara-
tion and the frustrations of his actual teaching situation., His '
professional training does not equip him to develop & logic of :
pedagogical presentation that parallels the underlying structure y,
of the discipline., He is thus not prepsred to translate the abe '
stractions of the conventional university course in history,
mathematics, literature, or science into experiences that are .
meaningful to students with low academic motivations in schools e
located in "disadvantaged” urban neighborhoods. He mey know )
even less about "how to deai with youngsters who have not already
been convinced by their social backgraunds thet the schcol is &
necessary and reasonable institution." Moreover, the neophyte ,
teacher seldom receives substantial help from older colles, 28 -
since they, themselves, have often grown cynical end weary from
a similar inability to cope with the mysteries of children and
curriculum. The net result is that the teacher in "deprived"

areas derives little intellectual satisfaction from his daily
burders.

Schaefer suggests that both teachers! colleges and the
schools are culpable in this situation, but that "the basic fact
is our ignorance; we simply don't know how to entice the elusive
intellects of lower class children let alone how to achieve the
mastery of abstract knowledge and analytical skills modern soci- .
ety demands.” What i1s required are school boerds and superine N
tendents who are prepared to acknowledge the inadequacy of tne
existing state of knowledge and wvho are prepared to convert slum
schools into centcrs of inquiry which would be conccraned with the
production as well &8 the transmission of knowledge. Since,
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according to &Jafer& “the problems of urban education are ine
herently fus:inmating,” a new breed of teacher-scholar could be
attrected to low income schools because they could be offered
psychic rewards in the form of intellectual satisfactions that
are now denied them.

If Schaefer seeks inventive, even radical solutions, he
does 80 with the axpactation that these msy be introduced under
the auspices of the present educational system. Judson Shaeplin
believes, by contrast, that given the magnitude and complexity
of the dilemms that now beset us it i1s necessary to seek assist-
ance from "outside the profession.” He identifies a number of
constraints that limit mese recruitment of able teachers for low
income schools: a limited pool of talent, the low prestige of
teacher training, the tenisncy of graduates of elite colleges +o
teach in elite sclvwols, and the preference of teachers to remain
in their own neighborhood. Under these circumstances, Shaplin
argues, it is imperative to discover new institutional channels
through which talented perscns can enter teaching. These might
include,; among others, people now engaged in other professions
and those who, despite a natural gift for teaching, ure now de-
terred from entering the profession by the excessively long period
of apprenticeship., It is, moreover, essential to establish 1inks
betweon the educational system and a para-professional structure
consisting of social agencies end volunteer groups who could pro-
vide the necessary skilled menpower that will not be available if

business is conducted as usual.

Theodore Sizer disagreed with the major theses of both
panelists, Ualike Scheefer, he does not believe that our chief
malady is ignorance but rather the failure to meke effective use
of existing knowledge; unlike Shaplin, he holds that the impetus
for reform must necessarily come from within the educational
establishment, The guardiaus of the gates are professors in
teachar training institutions and the relatively small propor-
tion of people who make critical decisions in the school systen.
If persons who occupy these strategic positions are not competent,
prespective teachers will be poorly trained, good talent will be
squandered, and the schools will be stagnant. The challenge is
how to reconcile two seemingly antithetical concepts, "establish-
ment” and "revolutiomary"; for whet is urgently required are men
in power who are nevertheless eager to serve as agents of radi-
cal change.

The final gession of the conference, on continuing educa-
tion, was organized on the assumption thet education should not
be the special privilege of youth. John Powell, like Earold
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Taylor, perceived a threat to democratic institutions in tke
presumed widening of the gap between an sducsted elite end en
ignorant mass. Be deduces, therefors, that:

Wkntwearetacedwithisanewld.ndofimperative: a
perception of life-long education ss a patrictts duty,
which may reach the force of a popular will that men and
women should continue to advance their education, by wviate
ever means, or be looked upon as slackers,

Continuing education should embrace three levels of learn-
ing: siills, knowledge, and pursuit of understanding. Some of
these, such as the acquisition of skills involved in manpwwer
training appeal to economic incentives vwhile others emrich the
spirit. But the people who sesk sducation for any of these res.
Sons are deplorably few. The "‘motivaticmal deficit® between
what is available and what is utilized” haz its source in unbappy
early school experiences, ethnic despair, the lower class ethos,
undue contentment with onets lot, persomality disorders, and re-
Jection of Amarican values. The means ¢ overconing these bar-
riers to learning exist in the form of motivatiomal devices in-
cludingthocereﬁnedbythemsmdi&. These should be imagi.
natively utilized to persuade tha apathet.. to enrich their
lives. It is also criticel to define oducational objectives
so that they will be comlstentvithclearcutmtiomlpm'poees,
including the development of a "mature" citizenry. At present,
adult education suffers from an exbarrassment of riches. 1ts
offerings represent a gigantic smorgasbard vhich permits "an
almstwmmamoxoﬁenmnmgnu choice,"

Mio&cmtmﬂrmatmm&agmuamm
mu*:mmcmamrammmmcm. Both
diosentfronthevievthatadulteduectionahmﬂdbemuedin

Schooling
twelfthmahmﬂd, aceordingtobothcritics,besovemedby
ammmmmwwmmmmtmtmte
cmceivablyﬁndemaummamtmorloftywﬂm-
volous pursults. Hoveover, Backer and van den Haag both assert
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ity in education. However, as in every such collective enter-
prise, there were iaevitable lacumee, B8ince the perticipanis in
any conference spyroach its mejor theme frow ihe perspective of
their own specialized interests, it is not reasonable to expect
them to consider either the generic meening of crucial terms or
the full range of the conditions that must be satisfied if aspira-
tions are to become tangible accorplishments.

Accordingly, four additional essays were written at the
end of the conference, Three of these by Urie Bronfenbrenner,
Seymour Harrie, and Robin Williams deal with the psychological,
economic, and social costs of achieving quality education for
all. BEach in its own fashion delineates the price that must be
paid in increased allocation of resources, altered institutional
errangements, and revised standards of welfare if we are really
serious about our gosls. In the concluding piece we shall exer-
clive the editors' prerogative of speaking the final words on many
of the problems that occupied the conferees and some that did
not. This integrative essay consists of an educational credo

that affirms our own partisan convictions about Quslity and equal-
ity in education.

This volume, then, includes four parts:

Part I consists of seven papers that were circulated in ad-
vance of the conference; a suwary and supplementary state-
ment by the writer of the paper; two critical evaluations;
& sumary statement by the chairman of the session; and an
edited record nf remarks by other participants.

Part II includes the three papers on the psychological,

economic, and social costs of achieving quality and egual-
ity in ednoation.

Part III contains the final sssay by the editors.

Part IV is an annotated bibliogrephy devoted to the seven
mjor topics of the conference for the benefit of those
vho wish to explore thess issues further.

The discussions in each of these sections raise more ques-
tions tlan they answer. Neavertheless, the shared sense of moral
urgency that prevailed at the Frinceton conference on quality
and equality in education augers well for the future. Indeed,
rassions sometimes triwmphed over the bland etiquette of confer-
ence pruiocol. At one point, one writer of a mjor peper re-
marked that “those of us who have sat in this particulsr seat
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INTRODUCTION

by
James E. Allen

Our subject tonight is "Polarities and Tensions in the
Educational System.” One of the tensions in my quast for quality
and equality in education, end I expect this is true of most of you,
is reflected in my being here. When I think of the work that is
piling up on my dask during these two days, my tensions rise. I
feel a polarity between my desire to be here to take time to think
through with you the way to meet our current problems and my desire
to get on with the job of trying to get a budget passed in the New
York State legislature, the job of initiating and supporting new
projects so that next year we will be able to do better than we did
this year, the job of meeting tha press and the public and trying to
develop a climate for better support of education, and the new job
of working with dozens of Federal, State, and local agencies to make
the Anti-Poverty Act a reslity.

My tension is symbolic of that in education today between the
desire to build a new intellectual foundation for education in a free
society and the need to act now. I hope that this very distinguished
compauy can help ease this tension. We need to know what kind of
educaticn we should be offering to meet varied individual needs,
how to get individuals to accept the education that is best for them,
and how to get cociety to provide the resources to give to each the
quality of education that will help him realize &ll that he is
capsble of becoming. And certainly this is a tall order.

It is made sven more difficult by the scals of the problem.
To be reslistic, soiutions must take into account the mmbers wio
must be eZucated, the chortnass of time we have to educate thenm,
and the limited number of people available to do the job. Too many
programs deal with hundreds when the need is in the thousands, or
would do in 50 years what must be done in five.

There is another polarity that is very much on our minds these
days, betweer cur desire to halp directly those who seem most in need
of help, ns=ely, what are called today ths disadvantaged, and our
recognition that at least half of the problem is the attitude of
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- those who are supposedly advantaged. Until those attitudes are
: changad, our efforts wiil generate more tensions than they resolve.
B And finslly, there is the tension between our notion that
% the way to solution lies in batter education for a world of work

3 and our recognition that the world may have little work for most
s people to do. Of courss, 1 guess 4f wost of us could share our owu
t lebors, we would solve the problem of unewployment. Do we educate
y for employnent and hope that the jobs will be there? Or educste
for leisure and heps that society will change to mske a dignified
11fe of leisuve possible for all who wish it? Wherever the thers

of tomorrow is, how do we et frca here to there? -
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SUETLEMERTARY COEEHLO
by
Harold Taylor

¥hat apparently bothemme {8 thet in & big socioty
whera we are trying to develop new cultural forms and new
social institutions adequate to keep up to ths changes that
are occurring within the society, the educators themselves
are making some assuptions and are concerning themselves with
the implications of those assumptions in a way which I don't
think is meoting the essential igsus.

The essential nesd in a mass culture is to £ind new ways
of dealing with a set of new problems with which the present
instituticas of the scciety ars inadequte ‘to deal. I lhave been
bothsred by the inadequecy of the curriculer reforms which have
not kept up with the changes in the society and the dislccsation
between curricular reforms and the actucl conditions of the
society itaelf.

The problem is: How do you develop qualities within the
educational institutions which can, without diluting the effort
of individuals in the teaching faculty, educste each person
in his own terms? I find that the frams of refsrence in which
educational thinking is going ou in contemporary Americe ie
one which shows the problem of this dislocation.

When we think of the way in which thks poverty progren
vas developad, and the kind of i{mplications that this bas
for New York State, we £ind very good people like Pat
Moynahan and Adem Yarwmolinsky working very fast to write
legislation tc get a poverty prograa goiug. And while thess
are inventive pecple who know what are the social issuas in
Amsrica, and what needs to be done, we are hurrxying to get
legislation which can put into effect ths economic and social
cougequences of modified progrems of gcvernment aid, without
a continuing body of thought and research going into what are
the preoblems in the society which education can solve, if we
m move ghead of tha situations which emerge as soclety
QS SEe
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Waile the poverty progcam will have and must have
& profound effect on the educational situation in the
United States, it is essentially an improvised program,
pzoducing a new set of problems about which nobody hes
done a study.

I vce this simply as an exampls of what I've pointed
out in the paper as a split in the culture between the
organization of a mass socisty and the organization of a
meritocracy or an elite. The present tendency smong
educators is to think of the educationzl questions in
acadenmic terme, so that you have, vn the one hand, a
group of people who are very much concerned to solve the
social questions in the country and, on the other ha.d,

a group of people who are concerned to solve the edu-
cational questicus, as if the two weren't so completely

combined that it's impossible to talk about the one without
the other.

I tried to say this dluntly in these words: '"The
paradox of the present situation i{s that whiie educational
leadership remains :fed to conventional academic concepts
of content end ztructure, political leadership within the
executive branch of government has broken new ground in
education by conceiming itself with the improvement of
social and ecouomic conditions. Or, to put it another
vay, while Mr. Conant is advocating reforms within the
educational structure and the coordinstion of existing
burcaucracies, Mr. Shriver, Mr, Wirts, and their colleagues
are iuventing new programs of educstion designed to remedy
defects produced by the present structurs and its bureaucracies.
In doing so, thay are creating a demand for reforms in all
aspects of the educational system, particularly in the field
of teacher preparation, vhers the present exphasis on in-
cressing academic ccandent and professicmal skill has dis-
tracted attention from the need for teachers with direct
experience of the society in which the child and young
adult are aituated.”

I would add that i{f we are to got at the key question
of quality of education in a mass culturs, we have to relate
vhat wo sxe doing ia the schools to the issues in the gociety.
I would numbar among the adventages vhich we now have such
forces as a new student movement which takes students imto
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th2 slums and into the South to develop new educaticnal
programs of the atudents' owm devising, the rensved
intersst on the part of the government, through the Offi:e
of Education, in serious research on tkose questions
having to do with social, economic and educationsl chsnge,
increased icterest on the part of the academic community
at large in the problems of curriculum in tle sciences,
the social studies and in literature.

I would identify as amother resource thees who
speak critically of American education, from whatever
point of view, insofar as they ritse issuss which
previcusly had no visibility ot all. Thess issues hwve
recently becoms mox visible partly through the Negro
protest movement, partly through the renswed interest ov
the part of the academic faculties in seriocus educational
questions, partly through the public interest in education
as evidenced by public discussions which previously did
not take place.

There zrs all forces working toward the identification
of the crucial issues that jointly face ths educatdrs and
the critics of society.
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DISCUSSION

by
Sidney Hook

I want to make it clear that my critical comments are in the nature of Questions
to Mr. Taylor, which I am sure, in the light of his vast educationsl experience, he
will be able to answer, but which I didn't £ind answered in his: paper. Mr. Taylor
mekes a number of statements -- some true, some not guite true, scme extremely du-
bious -- sbout the American power siructure, and the alleged military-industrial-
governmental bureaucratic complex which has sacrificed the educational needs of the
country to defense, the cold war, or whatnot.

Now, I cen match almost every one of Mr. Taylor's statemtns with some other
stavemtns from the writings of Mr. Robert Hutchineg, and from the writing of s few
libteral supporters of the Council for Basic Education. I think Arthur Bestor
would sgree with some of these statements. And yet, Mr. Taylor's educstional
philoscophy and program is slmost completely different from that of Mr. Hutehins.

Mr. Hutchins, who sgrees with Mr. Taylor's indictment of American culiture,
offers an educationsl program which I believe Mr. Taylcr finds totally unacceptsble.
This makes me wonder about the ralevance of Mr. Taylor's scecisl propadeutic to
8 possible and desirable reconstruction of the American educaticoal system. I am
not denying thet thexre may be a comnection. But it hes not been spelled out.

P o il Nl 2
nb A

' Assune thet we have all the money in the world (or enough) to reconstruct our
school system; that it i3 properly integrated racially and religiously; that it is
free in the very sense that Mr. Taylor describes, "to create and surmort & full-
bodied system pf public education throughout th. cotire country." The questicuns
which concern us most &8 educators sre: What should the curriculum be? How
should it be teught? How should it be orgenized? Whet would an education of
quality be? Would it be the same for all on every level? What reply can be mede

i to the widesdread feeling thet with mass edueation we are drowning in 2 sea of
X mediocrity.

Mr. Taylor does not distineriish carefully enough between two things: (1) thae
gbser~e of the opportunity for all American children to make good educaiioually,
8 and (2) the conception of vhat it means to have a good education.

Mr. Taylor dces meke it vnmistakeably clear that whatever a good education s,
American children in the msin do not bow .have it. But I am sorely suszled tc dis-
cover what specific things he would.like t6 substitute for the diverse curriculums
of study we now have, the ways of studying them, and the organizstion of the schools.
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He spye thaf the rew democratic cornception of education "must seccommodnte
&ll the people wnd &ll their children”" in the public schools, slthough I am not
sure whether, in sddition to elementery school and high school, this m=ans scme
kind of college g8 well, But ut the same time he criticizes the public schools
because they considsr chemselves primarily se institutions o. academic preperetlon.
Indeed, the public schools are taken to task for assuming that their students
"will eventually take their place in the production, distribution and is= of
organized knowledge" -- which pretty much covers most things a persor can do.
There 18 herdly any activity which a person can engage in which does nut sntail
"the use of organized kncvwledge."

Mr. Taylor carries his criticiems of the public schools to a point which
queries the wiedon of what some regard as the most promising aspect of the current
American scnool eyster, nasmely, the new progrems in msthemetics end physics sad
3ocial studies with which meny schools are experimenting. Now, this concern with
knowledge ig responsible, according to Mr. Teylor, for "shifting the attention of
the schocls to reform of the acsdemic curriculum and away from the consideration
of the entire cultwwl context in which educational reforms are necessary."

This quotation is important because it gives us a clue to what Mr. Taylor
would like the school curriculum to stress. Instead, or perhaps in addition to,
the reform of the scademic curriculuam, he urges "consideration of the entire
cultural context in which educational reforms are necessary." This may meen
any on2 of & nuaber of things. It may mean that schools shculd study as pert
of their curriculum the nature of current society, its problems and its tensions.
And if this is whet it means, I believe that it 1s alrexdy part of the curriculum
of studies and that where it is not, it can become pert of the curriculum if
edvcators show sufficient vigor. In any event, the study of the "entire cultural
context", or even part of it, must be controlled by "organized knowledge", which
Mr. Taylor thinke we stress too much.

But the quotation may meen more than this. It may mean -~ and there is gome
evidence that this is really his meaning -- that not only should the schools consider
or strdy the moral and sccial issues of the time on the approprieste curricular levels,
but that the schocls mus® in some way contribute to their solution, by taking sides,
g0 to speak, and in this way help transfom society.

And he refers nostalgically to the 1930's when, he seys, the country turned to
its educators and to education for some solution to the crucial issues of socianl and
aeconomic reorganization. Of course, the country did no such thing in the 1930°s.
Institutionally, the trade unious and the government played » much greater role than
the schools did in the New Deal. The whole problem o. the relxtion between school
and soclety in a democracy is very complex, tut I think that two easy positions are
demonstrably false. The first is Utopianism, which believes that the schools can,
by their own «fforts, rebuild or reconstruct a society; and the . nve'se is defeatism,
which denies that the schools can have any, even an indirect effect, on social changes.

Actually, where the school declsres itself to be an agency of social changes

1% is more likely to throw its support to the status quo than to revolutionize it,
for obvious reasons -- the power structure je one of them.
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L ( The wost deslrable effects of the school in the way of socis change are
= produced, it seems to me, by ivdirection through the devzlopment of imzaginstive,
‘ critical, well-inforged young men end women.

) | I hope I have not done Mr. Taylor an injustice, but when in lieu of "the
' improvement of the content and method of ecedemic instruction," he urges "the r
improvement of the total enviromment of values and ideas in which the young are

groving up,"” he seems to me to be Utopian in the bed sense; that is, to be

‘ burd:ning the school with a task which is not its specific Punction to aschieve.

It 18 to ~xpect the school to do the work of the home, the church, the state,

and industry.

In another connection, Mr. Taylor deplores the fact that "educators have

: allowed themselves to be swept along in the flood of demands created by the growth
| of society.” Well, I think that's true, but good causes, too, can make illegitimate

demands on the school. Ve must distinguish between demands and demends, with

; the educational growth of the child as the primery criterion of selection.

There is a kind of crisis psychology which has been developing with reference
to the echool in this country. It has Leen growing in strenzth since the Second
World War, and especially since Sputnik. It assumes tlat the curriculum of our
. colleges can and should be oriented towards meeting the specific crises which
1 periodically threaten to set the world aflame or widemmine our national survival.
And it reflects itself in proposed changes in the curriculum of the bhigh schools
and elementary schools, too. It assumes that the course of study can be period-
ically redrawn to enable us to win a war or preserve the peace or save some
threatened civil rights, prevent over-population or sccumulation of wheat s Or
whatever good cause we deem &8 citizens -- and rightfully deem -- to have
cvervhelming priority at the moment.

Now it's one thing to aim to develop through curricular means the attitudes
and capacities necessary to think through and to act in periods of crisis s it's
quite another taing to belleve that the specia’ knowledge and skills required for
the mastary of the specific crises can be scquired in advance of its appsarance.
It is one thing to develop readiness of response, a capacity to find and utilize
regources in an emergency; it'n quite another to train for the achievement of a
specific posture, however excellent. in relation to & specific issue.

:
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With respect to promoting generous social end politicel attitudes, the
school may achieve more in the long run by develoving the students' personalities
to think, to imegine, to dream, to respond sensitively to other humsn beinzs than
by explicit indoctrinstion in behslf of good causes.

One of the ends of formel educetion ig the development within the student of
the powers of self-education when his formal schooling ceases and in full conscious-
ness of his personal identity, he exercises his functions &s 2 free citizen, and
gratifies whatever love of learning he has acquired in consequence of hig
educationsl experience.

.02t I sense in Mr. Taylor's position is a wish to dissolve the wells between
school and soclety too soon, and to give educational weight of a disproportionnts
kind to the expevience of the child cutside the school rather than inside s and thigs
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secus ©o me to be premature et the stage vhen formel schooling _3 still in
oxrder.,

I am all for enriching the educetional experience of the child by
relating vhat he does inside the school to what he does outside, but there
must be educational guidance -- it must be structured -- and there must be
controls in this process and a special role for the teachsr. Society becomes
& echool for the individual only when he is mature, only when he is embarked
upon the unending course of self-cducation.

In tbhis connection two things gtrike me a2 peculier in Mr. Teylor's
account of the school. The first is his praise of the American public
school of the past and its liveliness when it served "as the great leveler
and the great uplifter, the place where the variety of foreign cultures met,
and where children were taught to be citizens."

Well now, I attended such a school in a Williamsburg Brooklyn slum
fifty years ago, and perhaps the most universal wish among +ue students,
bright and dull, was expressed in & daily prayer that it ourn down.

These were schools of conformity and boredom and cruelty on the part of
the teachers to gtudents and of students to each other. And those who con-
tirued their education, a small minority, did so despite the schooling of the
melting pot, impelled by their own intellectual drives. That Mr. Taylor
should meke invidious comparisons between these schools of the past, in
reaction to which the progressive educetion movement really developed,
aud the moderm school, which is vastly more aware of the student?’s needs
and much better equipped to cope with a diversity that in the o0ld schools
was regarded just as a short step from delinquency, is a mystery to me.

Nor can I understand why he keeps on referring to the curriculums of
the modern schools as "middle-class, white Protestent". What's "middle-class"
about geometry or French or physics? The epithet is irrelevant to most of
the curriculum. And to the extent that it refers to the values of the
curriculum, there are good middle-class values and there are bad. And the
worst middle-class values of gll -~ like commercial success -- were actually
stressed by the old schools in melting-pot times. They were not stressed
nearly a&s much in the schools in which I taught and still less in tLose that
ny children attended. And I think I'm one cof the few people in a graduate
faculty of arte and sciences who has taught on every level of the educational
systen of this country except the kindergarten.

And es for Protestant values, the erosion of religion from the curriculum
of the public schools to a point where today even an innocuous prayer To Whom
It May Concern is taboo, shows how fer we have come. I didn't want to make
thege ciiticisms, but they made me make then.




I should like now to leave Mr., Taylor's paper wnd stote soms of ny own
views in telegrephic form on the guestion of quality and equelity in education.
I tried to work out the deteils of this in the second edition of my EDUCATION
OR MODERN MAN, but I don't think many more of you read that book than resd the
papers of this conference.

-

Democracy in education entails not & belief in the equality of humen
telent but mther commitment to an equality of concemn for every child in the
community to develop himself ae a person with matured powers. There iz g
fundamental confusion in the attempt to base the policy of dexocracy in
education on alleged facts of intellectual equality or to contest it cn the
ground of intellectual inequality. The normal variation of capacities in
children is morally irrelevant to whether they should all enjoy the equelity
of our communal concern, But such equality of concern does not require equal
educational treatment. Unequal educational treatment, like unequal medication
treatment, is sometimes justified when required by the necessities of intellectual
and emotional growth in each case.

Recognition of intellectual differences is not anti-democratic unless
intelligence becomes the prineiple of differentiation in a graded, hierarchically
organized society. No matter what the principle of social differentiation is,
if it involves hierarchy, official or unofficial, it involves the opportunity
and the likelihood of exploitation.

For reasons which cannot be expatiated on now, we Pace a developing
situstion in whick it can be safely anticipated that attendance at college --
I hesitate to college education -- will be, 1f not universal, as widespread as
secondary education today. And the nub of the problem is this® if we pursue
the goal of excellence in education can we fashion a neaningful educational
curriculum whose legitimate demands will not be beyond the reach of & sizable
portion of our youth? The facts of biclogy cannot be blinked; they do not
depend upon our political prepossessione, and they may defeat our aespirations
if too unreamlistic. Even today some of ny colleagues report that the entire
level of scademic achievement in all but a few select colleges is sinking. Good
fellowships are going begging, because people are not qualified to take them.
Graduate Students of marginal capacity are being offered professorial nosts
in places which in the past would never have considered them.

Now, I believe a great deal can be done by special programs of coaching
and other measures to reduvece the dismaritiss in cducctional readiness, but the
differer<es in capacity will remain., And if we seriously expect to enroll
most of our youth in colleges, including the group -~ call them the lesg-bright
group -~ which no culture in the world has ever taken beyond bare literacy, we
must plan our curriculums in such & way that they do not imperil the educstion
of those who are not less bright, but bright and very bright.

As democrate we believe that every child, not cnly the one starred for
exezlleace, but the one that's not so excellent, 285 the right to be educated
to the full rveach of his capacities. If students can significently profit by
gome ir- ~uction, we hav~ no justifiesation to deprive them of the opportunity of
continued gchooling. But these two propositions do not entail the view that all
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Ctudents must study the caws thlnge in vhe eame way and to the eaw® depth.

The paradox ie thet as existing colleges are striving to reise their
Btantards of perfomance gud achievement - and moet gocd ldberal arts colleges
now consider themselves gs preperatory schools for greduate 8chool, as this
ig taking plsce, reising their standarde Loth for edmission and gradwtion,
the number of thoge pressing for entry into colleges increases.

There is no one panaces that I can find to meet the situation. VWe
can open the doors of the college to anyone with a high school diploma,
and give a high school diplome to any child with staying power, but we
must organize more than one type of curriculum, diversify the degrees
grented, introduce progrems leading to specisl certificates of distinctive
merit that will engble students to begin their voeational experience at
an earlier age than their differently endowed and more gifted brothers
and sisters who must prepare themselves sooner or later for a living, too.
There is still a greet deel of snobbism about vocational as distinct from
professional education in liberal arts colleges. But until the necessity
for earning a living disappears, there can be no reasonable objection, so
long as the basic objectives of general or liberal edqueation are not
Jeopardized, to using the schools to Prepare onself for a good living as
well as for a good life.

But the future situation promises to Le more difficult for reasons
which Commissioner Allen indicated in his opening remarks., Our technological
revolution, the consequence of what Whitehead calls the most revolutionary
discovery in all history, namely, the method of the method of invention, may,
in the future, erode the necessity of earning a living by making the brains
of mediocre human beings vccationally obsolescent. The age of automation
and applied nuclear energy, according to my good friend, Abbe lerner, may
produce a world in ‘thich work becomes & privilege rgther than g necessity.
The Utopia described by Oscar Wilde is not Yet on us, but it iz in view,
~nd that is a Utopia besed on slavery, the slavery of the machine to man,

Now, the coming obsolescence of all but managerial and inventive
functions by & route that neither Marx nor Veblen nor Dewey anticipated
actually restores to a centmal Place in schooling, it seems to me, the ideal
of Greek liberal education. Thege iGeals presupposed that free men are
colicerned with the pursuit and enjoyment of ends, of consummatory experiences,
and not with the means and instrumentalities which were relegated to the
pProvenances of slaves. These ideals supposed that the vocation of o free
man 18 active citizenship, not earning a living.

In the economy of the future, if present trends continue, even Jchn
Dewey's noble idesl to elimingte the Gueliem which existed in industrial
society betwsen "emrning one's living" and "living one's life" Lecomes
irrelevant 4n fashioning an educeiiomal carriculum. For gll of Dewey's faith
in the revolutiouary consSequences of vcience, the realities far outstripped
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ais expectations. And that 13 why, it seezs to me the only sectlon of Dewey's
lmeaortel work, vhich is still very relevant to our cencern, DEMOCRACY AND EDUCATION,
the only section which is cbsolescent today is Dewey's discussion of the key place
of voestion in education. And et the time that he wrote this, in 1916 when his
book wes published, his aseumption that the educstion of thz high cchool would

necesbarily require orgenization around vocation. And if we resd that todav, we
see that it isn't relevant.

In & world vwhich is genuinely a welfare economy, in which peverty is marginal
or hes been wiped out, how can education help human beings to develop a center arcund
g | wnich to organize their experiences so that they can live & rich and meaningful
iife? This is the ultimate issus and challenge to those of us who believe that che
existence of leisure, which grows with the decline of the length of the working day,
makes 2ll the more necessary emphasis upon significant educational experience.

|
Now, the challenge to this view was expressed by T. S. Eliot in his well-
k known essay on MODERN EDUCATION AND THE CLASSICS in 1932, in which he oriticized

the development of mass education for en elite. I quote from that. "The uneducated

. man with an eapty mind", he ways, "if he be free from financial anxiety or narrow

| *‘ limitation, and can obtain access to golf clubs, dance halls, gaming tables and |
i

race tracks is, for all I can see, as well equipped to fil1l his leisure contentedly

as is the educated men." For T. S. Eliot; the problem of clucation in leisure was
4 no problem gt all.

If T. S. Elfot is right, we need not concern curselves with education of the
4 mass society of the future, but Jeave it only to thcse few who have a special cal-

ling. But I do not believe that Eliot is right, end this for many reasons. There
is time to state only one.

In modern society, intelligent citizenship, without which democracy is s
myth, cannot be exercised where leisure is filled with the types of pastimes he
describes, which are mainly ways of killing time. Intelligent citizenship in
e democracy rests ultimately upon the spread of education, because it can serve
a8 a powerful support of political freedom -- and this was Jefferson's insight.

The issue between T. S. Eliot and those who disegree with him is fundementally
over the desirability and viebility of the democratic way of life. If memiare in
some way to govern thems:lves as well as others, whether they do it 111 or well

depends, among other tuaings, on what they come to know through education about the
world, society and themselves.
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DISCUESI0H
by
Hertin Mayer

>

As far £ Dr. Taylor'e peper 13 concerned, I think I have some of the same
objections that Professor - “ag. The bottom dropped for me, however, with the
centence sbout thers bein «15e between playing music and appreciating music.
As a pavi-vime music critic, this bothers me terribly. What yon are saying is
that yzu regard both of them as good. You dravw 8 circls around
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thew end they are both good.

But if you had written playing erd listening, end you said thers was no
wey of drawing a line between playing and listening, you wouldn't be able to
take yourself seriously, because aenybody can gee thet there is a line between
Playlng and listening,and appreciation ie slmply a literary form of listening,

And I think thet this sort of problem, which is what Professor Hook was
complaining about, too, this business of lumping together things that we think
goocd as being in the same category for that reason, is what has bothered me.

I feel very badly about saying some of this, because Dr. Taylor has
been kind to me on varlous occasions end I like to think that we fight btasically
on the same side. Specifically, we have been Joined in opposition to Dr.
Conant's Booker T. Washington approech to Negro education. We joined in
opposition to the rage for standardized tests., We both worry ebout meritocracy.
We both find it much harder than Professor Hook seems to find 1t to define or
to delimit this word "intelligence." We both feel that the very bright can
probably take care of themselves and that they are not, probably, the concern
of the school system which is, by and large, not going to be staffed with very
bright people.

Neither of us has Professor Hook's great interest in the size or the nzture
of the certificate which the bureaucracy ewards the child for his peraistence in
teking all the damn tests that he is being given. And perhaps most important
of all, we boii feel that we are in a taste business and not in a science

business. Both Dr. Taylor and I worry about this baselessness attitude which
one does find in people.

But, reaity, I think that the worry about baselessness i3 s worry for
Professor Hook and for Dr. Taylor and for myself, and not for the school
teacher who, after 2ll, sees the faces and is not unearly so far away from
all of these things as those of us sitting in this room.

With all of these agreements -- and I think we have wany -- I don't
believe that what's in the paper is very useful. I think it starts with myths
and with very big words. If we stert from here » we rigk chewing -n cotton
candy all the way, arguing meanwhile about our definitions. I feel vhat I consider
the same myths in some of the other papers s too, and I'd like to pin some of them.

First, I'd like to jump & little on Lhe Place where Professor Hook says
that Dr. Hutchins and he and Dr. Teylor and Professor Bestor are in egreement.,
this business of mass culture, & phrase which I must gay I find beyond sensible
definition, and I heve been through this and out the other side on & number of
occasiong ~-- the idea that this somehow is the product of the devil, mass medis
in the advertising agencles, end that it does not tell us something, some of which
is pretty frightening and some of which is pretty good, about the democracy itself,




In the other papers this ettitude towvard "mose culture" appears a8 a
feeling that we are ell being smothered in the zoo frem thz pot boiling., I
think this iz demonstrsble nonsense.

I think that the renge of artistic and intellectusl activities awmilsble
to the average Americsn is greater than it has ever been here or elsewhere at
any time. Thc mess medis in the edvertising agencies are not deviis; they are
fecd-back operations and they reflect with pratty good accuracy what majority
taste emounts to, and majority in fact is not 8o bad as rajority taste used
to be. And nobody in this country is condemned to live with this gerbage alor

Incidentally, I feel no compulsion to iticize those who watch
commercial rather than educational television. Among other reasors, I
think they ere probably getting the best of & bad bargein. I find you
don't have to watch 1t at &ll. And I £ind it interesting, also, that most
adolescents don't wateh it.

Related to this false values business is the notion that the pecple
v+ the country are starving educationally. This is one of the great
fallaciee and a very bad one, because it tends to misdirect attention,

In fact, we have increased our expenditures on education from b percent
to 6 percent of the gross national product in the years since the time
right after the war -~ T percent of the net personal income. We are now
spending $20 billion & year more than we spent shortly after the war. It
is one of the great accomplishments of this society and no service that I
can see has been done to anyone by proclaiming the people of {his country
don't care about education. They may not care much about learning, but,
by golly, they care about education.

Now, the money is most unequally spread. There are large stretches
of this country where we face disasters unless considerably more is spent
on the schools. Unfortunately, Dr. Taylor singles out New York City, which
is not one of them. New York spends 10 percent of its net personal income
on education right now; 6 percent on the public elementary and secondsry
schools alone, with 30 percent of the pupil population in private and
Parochial schools, and with a very extensive system of public and priwate
universities on top of it. During the last four Years expenditures on the
New York City public schools have risen about $300 million. And the per
pupil expenditure in the Harlem schools is now sbout as high es that in
most of the New York suburbs, and higher than that in any suburbs I know
outside the New York Metropolitan aresa.

The New York example is important for two reago.3: first, a8 a
demonstration that money alone doesn't get you véry far; and secondly, as
an example of the great danger of allowing school people to plead poverty
&8 an excuse Ior not getting their work done, Until somebody puts his
foot down and telis the New York schools that they could do a lot better
Job with what they now have -- the State tried it a few years ago, but
unfortunntely zot dissuaded from saying it in public ~t the last minute,
28 Dr. Allen can testify -- I don't think anything of a.y great importance
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can oe done in 'sw York, .

It 18 a matter, I think, of the most vital significence not to identify |
our problems with moaey, because you will get more money. You are nct going 'I-H
to get an enormous amownt more ir a place like New York, because es the :
particle approeches the cpeed of light, it gets to be heavier. And there

18 an awful lot coming into Kew York now, but you are going to get & lot
more elsevwhere,

The important thing is not to let it 80 down the drain the way it
goes down the drain in New York, and not to teke New York as an exsmple of
an impoverished school system, when it hes 30 percent more money per pupil
than Chicago has, and it's very hard to see the difference when you visit
the two systems. Apart from the three or four pupil difference in clasc

s8ize, vhat differences there grz in view, I am afraid I would have to lean
toward Chicago.

Now, this alsc comes down on mobilization for youth, which is a great
accomplishment, and they got $13 million., I dislike the people who have been
ettacking mobilization just ag much ag Dr. Taylor does. I think they are
& bad lot. But that doesn't mean that we have to admire mobilization.

What they have been given amounted to several hundred dollars a family in
the district they were working in. I don't think anybody can go down there
and look at it and not have the feeling that we'd be a lot better off if

that money had just been glve to these poor people and not thrown down on
social workers, ‘

I felt very strongly with Professor Hook about the myth of the good
old days, but I think there s & further relevence to this. I think the
poverty program was predictable a few years ago -~ I said 30 on g few
occasions -- on the basis that the generation that was young and peppy in
the twenties was about to pass oui of controlling position and the one -
which looked back to youth in the thirtiee was about to take over. Now, 5
I was a child in the thirties. So far s I can find out, they were horrible. oon
I am not particularly edified by the spectacle of an intellectual elite &
looking back happily in the name of democracy to & time when they were “

cheerful because they felt they were leading a great movement and the mass
of the population were wretched.

I alsc feel, frankly, that what has been accomplished in getting some
money through the Poverty Program has not by sny means been matched by the
quality of thought thet hasg gone into the ways in which the money is to be
spent. Right now most of the time seems to be going into drewing up rules amd
regulations for the program, to guarantee that not a hell of a lot can be
done with the money. And I am not dazzled, on the basis of what I have seen,
with what Mr. Shriver or Mr. Wirtz-or Mr. Moynaghan or Mr. Yamolirczi seem %o
be coming up with educationally. Perhaps Dr. ianni has seen better things

recently, but vn to the last time I ook & look at this, they secumed pretty
bewildered.
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Fow, 1t's a bewlldering problem, but I don't think that we have to admive

them Just because they can get money. Scmebody's going to have to think of scme
things to do.

Dr. Taylor also backs behind the thirties to ideslize an alleged "tradition-
el Amerlean gim to give every child en educatim suited to his talents." A8 I read
the books, 1 see no reason to believe that the U.S. educational syetem ever came
euy closer to this alm than it does todsy, which is pretty far awey.

There is also the commencement gddress business. Middletown poor did not,
a8 I recall my reading, benefit gll that much from going to the same schools
with the rich, and the schools which deelt with the immigrants were unspeakeble
a8 Professor Hook has just mentioned, and by all the evidence that comes to us.

The Dewey section bothers me s ittle, too, not only beceuse people who
disagree as strongly as Professor Taylor and Professor Hook can both claim

descent from Dewey, though this is itself g very severe criticism of Dewey's
woik.

I think the gttacks that have been made on Dewey are scandalous, but I
think we also have to face rather sadly the fact that with the pessage of time,
Dewey seems less significant when set ageinst a James or a Plerce or s Whitehead
Oor even & Russell. Anyway, Dewey was never s ponderable influence that I have
been able to £ind on U.S. education. The influences were Thorndyke and Kirk-
patrick -- the first saying it was sclence, and the second seying it was easy.

Another probleu with the paper and with discussions I hear from people
with whose goals I normally agree is the business of the malificent military.
Now, none of us like militarism, we're all Americans, but I don't see how
anybody can make any sense of the current Americen scene without noting the
enoxmous importance of the dezegrege®ion of the Armed Forces. Moreover, the
greatest educational effort in vur history was sccomplished by the military
during the years of World War JI and it was an effort that's spilled over into
the colleges, with help from cie & T. Bill in the years thereafter.

Incidentally, Dr. Taylor's idea that the colleges were of much use in
this effort seems to me a misreading of histcry. I was there at the tine.
The Army Specialized Training Program, which was ell around me, was the
most obvious infentry reserve I had ever seen, and, in fact, the mowent the
Amy needed them in Africa or Burope, the Army pulled them right out of
college end sent them in to be shot. But on an educational level, the
military technical program was hesd and shoulders sbove anything we have
ever done in vocational education. .

The great tragedy.of the post-war period, I think, for the Negro and
for the poor at large has been the closing of- the gates of the Amay to those
who scored below @ certain maxk on & standsrdized test. I think we ocught to
gee how we can use this existing ingtitution, rather than simply strike out
at it a8 something we don't like.
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I e.: no happier than Dr. Taylor or Professor Hook is with wikat they and
President Eisenhower called the military-industrial complex. I think we'q better

recognize that not much of thst $50 billjon budget could be made availgble to
schools.

The defense establishment, directly and indirectly, takes six million
people off the Job murket «- maybe it's a 1ittle more; Professor Hgrris would
know. And most of what would be releasged if we cut down this particular
budget would have to go to employing the people, and most of them would not
be employed in educetional cepecities. Hopefully, there would be sufficient
increase over a period of time in gross national product to give us something
we can tax. But we aren't talking about the possibility of simply shifting
$50 billion from defense into education. The world doesn't work thet way.

There is the problem of cultural democrecy which bothers me a great dea_
in much of this, and I think there is no phrase so awful, as hard-nosed, so I'll
use it. We have to be hard-nosed about this sort of thing. Dr. Taylor talks of
the culturally deprived in the suburbs who are deprived because they never meet
kids from the Negro slums. I think this is pPernicious nonsense. The important
thing is that they can if they want to and, indeed, as he's been saying, there
are kids in the colleges and in the high schools and in this libergl community
who are doing so. The difference in the freedom of motion of these kids in
the suburban high schools and in the colleges and the freedom of motion of the
kids in the Negro slums and in Mississippi is 80 striking and so enormous.

What you talk about when you talk about deprivation is basically & loss
of freedom of motion., But I do not think that anything that seems to equate T
these mgkes any sense at all, even though it's .ice to think so and it's very
nice to say so.

And more generel, for God's sake, let us admit openly that certain
cultural pattemns are functional and certsin culturel patterne are disfunctionsl
in a modern industrial society. Any attempt to do something gbout the schools
that tries to cherish all cultures equally will not convince anybody and will
not get anywhere. It isn't the business that we ere in,

Now, with all of the horror of tvhe schools that Professor Hook talks
about, that was their great strength -- their massive ethnocentricity. The
aim was to w1l arrivals into the mainstream of an existing society. Once
there, as it turned out, they could and they did change it; but they got
there. The Negroes have the right to get there, too. People who insist on reject
rejecting the society on behglf of the Negro are not, in my obgervation, speaking
for any sizable community. Negroes are entitled to get into this society and
then reject it for themselves. And if they do get in, they will probably make
changes. I hope they will and I think they will., But it's theirs to do and
net the social critic spokesman.
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Right s% the momert, in wy obserwation of the few I know, they don't want
& brand new society. They *ant theirs. Tney are entitled to theirs. Senti-
mentality over what they will lose does them and the Pusrto Ricans snd Indisns
no good &t ali. A little honest work on which coamunity hebits must be dis-
turbed end which may survive if the cLildrer become more competent than thelr
parents would, I think, be walucble, but I don't see much of that being done.
<t would be a hard job.

Ultimately, in any event, and this is my fiercest disagreement with
Dr. Taylor end my closes§ agreemsnt with Professor Hook, understanding is no
substicate for competence. ILet the schools do better than they do now with

the academic end and the social end is going to be a lot less hard to wrestle
with.

There i3 also this business of the ideslis* community of the young people
in the wmiveisities, Well, I 1fke them, too, and I sdmire them. I admire the
boys who went down to Mississippi. But I want to put in a litt’2 caveat. I know
+ 00 group that is more certain te trample on my rights and liberties than the
group which 1s devoted to the publie good. ILet us be very carcfully, generally,
about viz extent to which we make everyone a sitter,

Dr. Tgylor is usually cn my side here. We both believe in diversity,
but the experience of the thirtiez, I think, betrays it.

A Jesuit in the teaching business t0ld me recently that he was unhappy
at woe notion that there were oLly two possible attitudes for the modern
world, one of intense selfishness and the other a flaming martyrdom. We
must develop something. else, really. Frankly, as a practical matter, T
don't know which hurts us more in New York right now ~- the organization
that is 211 for busing white kids up to Harlem or perents and taxpayers,
the bunch which is a hundred percent against doing gnything for the
desegregation of the schools. Both have been enormously harmful., I

would not be surprised if, really, "equal" has been more hammful over the
course of the last year.

Moreover, if Ir. Taylor looks carerully at these new curriculs which
his friends have been making and teaching in the slums and in Missisginpi, I
think he will be horrified at the distortions snd the dishonesties that they
contain. The fact that people are doing something that we regard as good, we
ave on their alde, does not deny the need for intellectusl honesty in the
approach to the problem. Yet I honor Dr. Taylor for the two traps he avoids,
ard they are hard traps to avoid. First, the idea that the school cannot move
by itself, and secondly, the bogus scientisms of edueati-a. I think both of
these mwst ve fi.mly rejected, ss Dr. Toyloxr sezms to reject them.

That the school 18 s kind of inertis machine is gquite obvious. 3But
there are more poverful mzchines around, and 1% can be moved. luck, too much,
of Tthe current discins-sicn seems to gssume sn unchsnging school, end to con-
centrate edther on pre=-school work, which will be out of these cuys' hends, or




on mzapover retraining, which ve ean gloo do awny from thot.

I am 211 for pre-kimdergarten., I must say I profourdly distrust the Bloom
and even the Deutsehbh and Brumer research which so drestically contradicis so
mich recorded humen experience end which so neatly fall into the folds of newest
fashion in behgvioral science. Somebody quoted Wilder Penfield in one of these
mpers. I believe it might be worth remembering that Penfield glso argued g few
years ago toward the phyeiological necessity of teaching foreign languages before

the age of ten., It Just has to be nonsense, unless the Seandinavians are physio-
loglcally different from the rest of mankind.,

In our excltement over the pre-kindergertens, which are important, par-
ticularly if they are handled well -- and T have every reason to believe that
some of them arc being hendled well -~ ve run the risk of forgetting that the
existing school program, matched with the existing home ambients, will wreck
the graduates of the beat such programs very very quickly.

This is not a puzzle where the intrusion of one new piece will mgke it
come out right. There is no megie catalyst, if I may use the word in the
presence of Dr. Friedenberg, who knows I know no chemistry. We need new leader-
ship. We need new organizatioms. We probably need new school hours. We need
new ways of running schools. We need new programs desperately.

One of the things that Dr. Taylor points ocut ard that he quoted earlier,
though oddly enough he quoted from his version before he put his pencil on it
and thercfore changed its mesning, it's right in the version you have, 1s the
ncad for teachers who live in the neighborhood; not for children who have
direct experience of the soclety, but teachers who have direct experience of
the soclety. It's soing tc be hard. I am not talking about teachers who come
out of similar neighborhoods, dhemselves. In ny experience, no teacher is so
rough on or so condemnatory of slum kids or so uwilling to experiment with
scmething new as the teacher who pulled herself out of a similsr hole. But we

need people whe are willing to have much more intimate contect with the lives
of these kids than they have novw.

T am not at all sure, incidentally, thet we need msssive gcclological
special preparatlion for the teachers who gre going Into these schools, Every
time I see a slum teacher who seems to be getting a high order ~f response
frem kids, and I go and talk to her afterwaxrds, I get s complaint that these
klds axe jJust like othew kids, end there's an awful lot of fuss being made
about nothiug.

Now, wihat we ere saying here really i3 that these teachers are doing
zomething that works. Whatever sociologleal preparation you give the tescher
cordng into the sluw school; if the program she is teaching end the way she
1s teaching it to these kids produces failure in the kids a®d therefore follure

in herself, you sre not going to get soywhere. A1l of your sociologlcel txainiong
goes dovm the drain.
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If you can give her o fev things that will wevZ, then you will chenge her
attitude enommously exd you will eliminaie & very high fraction of gll of the
other things, and the culture shock end ell of the stuff that we kmow about.

The bzsic shock is that the teschsr goes into the school and she fuils. And
efler g while she hates it.

Mozt of all we need an attitude, we need & willingness of the school %o
blame 1tsc1? for the failure of the children, not to blame the society for the
lack of money or the parents or the children, without the belief that somewhere
somehow the job can be done, without the knowledge that it is beilng done, with-
out some models of the job being done, without at least an occasional experience
of success for the person who is fgee-to-foce with the problem.

And, incidentelly, I Gon't think thie is that hard, becguse what w2 have
been taught to call the Hawthorne effect,wealgetegur if we Just kept trying new thi
things on the grounds *“hat the old things weren't work..ig. All the other projects
without this aren't going to help us much.

I do not shere the usual American notion that the existence of whet we
like %0 call a problem proves the existence of a solution. But certalnly the
slum kids do not have to emerge from schools sc useless as they do tcday.

First things first. We are not trying to make en ideal wob2dl. We are not
trying to change the world. We are not trying to build the new Jermsalem in
this land of used car slag heaps. But we are trylng to get some better fraction
of children into shape to handle their future and not to be frightened of the
world around them. And in all of this, if I may close with & shock, we must

be a8 careful as we can not to specify our objectives in terms which kid us into
the idea that we can accurately measurzs owr success.

Dr. Shepard can, I suspect, speak of this more eloguently than I can.
The stendardized test is not & real god; it is a Ju-Ju. The big battalions
are elsewhere., This is & subtle thiag. Obviously, one must know something
of what ore is trying to do. Tests can be enoxmously valushle in telling
You what you are doing -- more velusble for that, I think, than in telling
you what the children are doing, but obviocusly they have values that can be
used. But you mustn't insist on making what you ecan do something you can mslmure,
g0d on determining what 1t is that you are going to do for these kids on the
basizs of whether we can messure it or not. And this i what specifying objectives
normzlly means in the terms in which this dreadful phmase is used.

Ve axe engeged in a wide enterprise. We gain certainty only by sscerific-
1ng breadth and vardety, and by sserificing valldity. If we are to promote that
tolerance of ambiguity, which is the great essentisl of learning sovd of teaching,
we mugt be wature enovgh to tolovate great swetehes of awbiguity dn cur owm
efforts .
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- I tubierrin the odr, not for diseussion,tiud Bleawdhot waless Ve wse very
coreful, cur immeture bshaviorsl ecientists, with their belief in wmiversel and
necessary truths, long since discarded by the physieal scientists, may handieap

- us more vhan they heln us in the years 1o come.,
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I guess the flood of idess which has bees unlasghad
is pretty difficult to collect together, as far as &
coherent reply or comment. If only one of these people
had been speaking, it might have been possible. With
both men releasing thet floed of ideas, I'1l1 content myself
with teking them one at a time and saying the following.

I regret that Sidney Hook was forced to comment on my
Paper. And I am pleased to see that as soon as he got ghat
over with, ke got to his own paper in short space.

I think on my part it would have been unfair for ma
[~ to have angwered sgll the questicns in the baginning to which
= this conference will devote itself. I felt a litele modest
" about answering them all at the cuvget.

The function of my paper was to describe the polarigics
and tensions in the educeticasl gyctem. In doing so, I tried
to lccate ths total coatext im which ¢his discussion will
oceur, as we move to the epecifics about what do you do ghout
& glven school, what do you do sbeut a given curriculum,

And I would say that in tewwms of your own poscitive statemonts,
vaich I have had the good fortume to vood im youz book and
your books and to discuss with you, I cam agree wich almose
svesythiug you eaid whem you teok ok, inm your oum fuchien,

to dogeribe your own belicfs czd your cua cuggestions for

th2 rofomm of edusatica.

Ny couccen for rolatiag dizactly, vithin tho curriculus
and vithin the schoslo themselvas, with ¢hs 1cowes 1o oeeiety
coxas £xem a fealing baeed on o pareiculor obsazvatien of
Kindozgorten teashing, of elemostary cehool foachinmg, of
kigh oekool toaching, agd the oppeatinity to be in toochawn?
eollegao asd coo what in goln3 o3 tharce I find im thaoe
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gcaeval run of pecple who are talking ebout edusaticn - .
end doing something sbout it is to dasl with questicas B
for elementary school ehildren end for bigh school stu~ »
dente in terms of implicit themes of the society. B
These themes are the product of a total culture context e
which mukes tos academic success of pupils ia the school

system the most important critericn by which we judge
thzir ability,

Now let me be quite specific.

f -y e .
. v .
. 4
L

Tue City of Chicago has had the problem of Negro
segregation ever since there was - Chicago. The 1last
two or three years have been a time in which the City of
Chicago is seething with concern on the part of the Negro, ‘
and on the puct of a emall group of educators, that the B
cystem itself is not functioning in any way which could :
meet the needs of the total population of the City of ’
Chicago. The sericus controversies which have iavolved
the Superintendent of Schools, the teachers, tha Board
of Education, the entire structure through which edu- s
cation 1s dealt with in Chicago, has lagged greatly be- e
Bind the real needs of the children inm the City of Chicago. X
Thig is why it seemed to come as a surprise to the paople ¥
in Chicago that the school system wasn't working properly.

This is specifically what I meant by saying that the

problems as seem by ths educators have bsen divorced from %;
the problems of sceiety. Yby should the people im Chirago %ﬁ
who gen the oducational system be s> curprised that thege 0
ioeues are thexe? Whem you talk to the Negroes in Chicago, : g@
gou find that it's caly recently that they themselves e
have become concerned about their own isouas; that mothers . s
end £others, but maloly the motbers, f£ind that their o
childzen ore mot cble to read at any kind of lovel ape et
propriate to the stage they have reached im the school e
0yotem. Thea the educators demy that the statistics axe Bt
valid, And the system of cducation 19 oanly moved teward o

faging its own issuas by protest mgsvements, boyeetts, cll
gores of overt mealfestaticns of ths laggardly way in
whieh tha educators thomoalves have degle with thace
Loowoge Thet's vhat I menn about the digcordamec hattaen
tho oduenticznl thiohing ced &ho ebongon in tho cozioty.
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ur. Meyer's absolutely right im seylag that cpoading
wore woney 1s not the answer to the problem of fmproving
the quality of educaticn. The spernding of money is, of
coureée, a necessary condition under which this quality
can be achieved. But what I've argued is that the sort of
Program represented by the Poverty Progrem, which wighes
to use Federal funds in order to deal with specific igsues
in the big cities and 4n thz rural slums, were fast preducts
crested without tuought for the continuity of theiz develop-

ment by serious educational thipvkars of the sort represented
here in ocur conference,

i 8 Tt

I think one of the grert virtues of this confereance
is that the issues are being confronted by informed persons
whoge regearch baars directly on ths crucial questionms.

Lot me new comment om Mr. Hook's remark about the
weakness of my paper in dealing with those changes necessary
in the school envircmsent in order to produce new reforms
which are institutional in character and which must stem from
the work of educators in Gealing with every child in whatever
the situation. What I meant by the improvement of the total
enviromment is not to recapture a world which never existed
in the school, but to do something which I have seen kappen
in school systems and in schools where gersons in tha 1930'¢
and the '40’s and the '50'c sddressed themeelves to the
reality of the situation of the children in the communiey.

T mean that it is possidle and desirable and necessary, o
create within ths school community that kind of model for

& bigger scciety in which values of & perscaal sort includiag
appreciation of the vole of playing wusic i it offect on
mapelf estheticslly, ths necessity of iovolving omecelf in
the administration of the gehool ag a studant, thi -reletionship
betveen the teacher and the £aculty, the cimsclousmess om the
part of the student thet thare ave sselal Lsgues going beyord
himgelf to which ke must Pay atteution. Thaese are all feoctors
vhich I comsidur recessery, and which I would be quite pre-
Pored ia gpother sesgion to gpell out in scwz debail, in
ordar to make the school inm ito caxmunity on lestwument of
soclal chemge wvethoz than an aceaztance of the gosial and
povsonal valuss of the eomzunicy curzounding ¢he teachavs,
thalr paveniz cad the ehildves themsslves. T took thisz ¢o

he s sbvicus point on whieh thawa ueld ho genaral ageacmont.
L oo 22t vrying to dedsn ho looues, wother, ¥ wan ixving to
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deceeibe thic a5 an axes where cud attention has not
been directed, and this runs right through the suburbsn
high school, the suburban elementary schicol into the
ochools where there ig less money spent, lescs agttenticn
of a personal kind paid to the student.

In my reference to the guburban school and the cul-
turally deprived, segregated from the opportunity to ex-
perience direccly the attitudes and valuas of & different
culture, I was talking not simply osbout the opportunity
for Scarsdale studemts to come into Wew York, or Harlem
children to do out into the country. I don't conceive this
as simply a trarsportation problem, I am talking sbout the
reality of the suburban high school in American communities,
where I have found students either bored with the curricuilum
because it is contained within itseif, or oppressed by the

necessity of making good in academic terms in order to eater
college.

I do believe that it is most importsnt to dissolve
the walls botween the school snd the goclety. At the game
tima, I see no contradicticn betwueen relating, on the onme
band, what hegpens im the szhools to the isguss in the
cociety cuteide, and, on the other, tha developmeat of shear
intelisetusl wompstence, and persenal appraciation of
eathatic values, through walch, in the loag run, the scciety
will be changed and the ewlzums meds o bappler placs for
leisure g8 well ap far work.

I spolegize for having used tha £igure $30 Hillion
for tho gpaca shof. It chould have been: £ive billien a yeox,
The totol allosstion is iz the azount of zbout 839 billion foxr

tha shot vhich will put 2 woo on the nocn befove the Rusclans de.

I o oot eonndderisg ¢he uouol eliches witered ahgut
the milivery~iodusecdsl astablislmant. 7 found it diffieult
ko duccrlbe that {n shore space without voisg those paxtieuiax
werde. But it 1n o Fact ohat thove -ve econcmte zad seciol
toreer, thavs 42 o povor structure, mo motRed whsh Cerar we
uos, whick hao condftionsd tha response of the wdvectors ond
tha aduentiezal ayovesm v tha vacesnities of tha soclaty.
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- T ugiliterisn, end on the other hend, concumsr-oricnted. Thue,
1< wva thisk of knowledge~producers end knowledge~-users, we
£ind chot knowledge-users are ugually conceived in terms of
the economic end social advantage of the usez, not in temms
of the enlightenment for the culture widah the digsemination
of knowledge could comtribute. I am pointing to an attitude
waich, ir the main sweep of educational thinkiong, accepts the
notion that the educational system itself is a means through
which the individual can move to socisl and economic advantage.
And I defy anyone in this roocm to deny this as a common assump-
ticn in public discussicn, whethor it be at PTA mactings or
at the meetings of educators when these problems are discussed
This is a2 common assumption too often made on the part of
educators themselvus as to what the functics of education is.

Atd in bringing this up, I did not mean to fall iato
the trop of simply identifying a masgive power, something
wiaich Mr. Eisenhower's speech-writers term "the military-
Indugtrall complex.” I don't like thet term. I think 1t is

8 cliche, I think it disguises more problems than it 1illum-
inatas,

I am 6ot trying to say thet v wuet trest all cultuzras
a8 egually valid. I em not trying to ereate a mixture in the
old-fashioned meltirg-pot sense, and I don't think that I
vish £o be subjected to Mr. Hook's criticism that I em naive
in thinkiog that back 14 the *30%s chore wes this gloricus
feeling that we were to use education as the ingtrument of
seclsl change, thae teachers were oa fire to inject imto th:
soed~l gystem thair owm 1dealism.  Hor am I prepared go say
that ip th2 prosent sitvation tho iagegraticn of the cultuxes
15 21 ond in igcelf.

I did polat cue that tho purpose of integretion io to
zive Lo each ¢htld his conse of bimsolf, his semce of belonging
€0 2 total cultuve, and 2 sosee thet ba is golog to moke hig
oim comnnity. Iat @2 be quite specific.

Meo Hayer bas wvoforred to the dlotoreions cud dige
bazacties of tho ey evrrlculym developed by cezs of the
¥oung poeple whe hove aczo o Hiacioeippl. I dou't fing
doterzienc or dichonssty thaxa. I bave wealod quite divocily
wink ho yousn poople Uha hove™pens dovm thove. I have seom
o pew evrndenla ghoy devcleping 4o the Proadom Schools.
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I have seen the institutes which they have developed in
which they are imvolving civil rights workers in the iudy
of the etructure of politics, society and economics im the
Scuth, I find these quite enlightened, honest statements
of what the structure of the South ig, and how we cun teach
people who cannot cespond to the academic curriculum the
facts about their own society and their own stake in it.

Anyone who readc the mimeographed materials waich
gome of these young people have develcped for teuching
drop-outs in the Scuth and in the city clums will have to
agree that this is neither distorted or dishonest materisl.
This is new, fresh material develcped by non-professionalsto
deel with specifics. And I think if we had some of that
attitude on the part of teachers in the big cities, who
could work outside the big buresucratic controls which exist
in a city 1ike New York or Chicago or Los Angeles, that we
could have much more interesting and fresh materials to deal
with, I think it is inaccurate to refer to these materials
as being distortions or dishonesties of a new curriculum.

Pinally, let me say quite ~mecifically what I mean
about the necessity of developing within the programs of
teacher preparation new social attitudes. I could agree with
everything Mr. Mayer said about the way in which teachers in
New York City, Chicago and Los Angeles, simply to mention three
cities sharing common problems, have been unsble to cope
with the problems in the classroom. And wnile I can agree
completely that we must keep our objectives loose, end not
talk abstract language about what the objective of the
educa:ional system is, I f£ind Mr. Mayer's description sbout

what can happen within the neighborhcod scheols a distorifon
Qf th@ fac&o

let we again be quite specific, Oa the scuth side of
Chicago, thexe are college students and high school students
who ave teachiag in the slums. They are doing the remedial
reading things, they are teaching spelling, teaching algebra,
they are teaching history. They axe doing this cut of a gense
of duty, shall I say, ovt of a wish 0 move out of the ngriicu-
lar pavochicl circumstances of theiv own lives iato g laxger
cezmunity wheve the lives of the children whose ecircvmstance
they have been wpavare of before give back to them some imsighs
into what kivd of lives they themselvas vawe leading.
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Out of these tutorial prozrams in the slums snd in
Mioccicoippi have come a now kind of teacher, end cut of
th. teaching the tute~es themselves have then moved on to
becoming tutors. Now, I see this as a varlety of commnity
develepment which 15 a necessary autecedent condition of
creating & new attitude for teaching. And there is nothing
wore effective in the training of a teacher than to have
him work with children unlike himself, and then to find thst
through his teaching he can develop in them those new tutors
for tiz future who will then need more education in order to
go on teaching, 8ome of tha most swecessful tutors in ths
slums, from the northern student movement and from some of
these new developments on the part of the college studeuts,
have come from those who, themselves, have been drop-outs and
who have had their own problewms to deasl with, and therefore
are better able to deal with the problems of other people.

I see a8 an inadequacy of the comments the refusal to
accept a kind of primitive sense cfidealism on the part of a
new generation of high school and college students, some of
vhom are now preparing themselves to enter the Peace Corps,
others who are the new recruits to be drawn into various
kinds of demestic sexvice corps, youth counseling and youti
oppoctunity center staffs. There are more and more of these
young people developing. That's what I mean by idealism.
It's a motivation on the part of a new kind of high school
acd college sutdent whow we have not seen lately. And in
those attributicns to the life of the 1930's which have beem
congldered both by Sidnsy Hoolr and Martin Mayer as betng
sentimental allusiens by a guy ignovant of the situstion, I
would say that ons dess Llesk back on the '30's with & centi-
mefital liberalies which in a sense 48 unavoidable.

Thege vere problemg then which were hidden during the
vak yesxs and in the 1950's. T say that chese problems have
now jumped into public consclcusness for a variety of zeasons,
aoma of which I tried to describe hewve. But the fact of cur
telating the educaticnal system to ths socigl syaten is the
nein fact ¥ wish to wake. 7 will wot dofend hsxe toaight
By emslyeic of what was bhppening in the 1930's ox in Sideay
Book's nchool 50 yeavs age. I was veferving malnly to Chaix
levelling sud uplifeing influcpce.

” o lach of soelal contest in educaticnal ahigfdng has
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been apparent in public discussion of education. In those

conferences designed to deal with the problems in econcaics
and in the social system, I don't f£ind the bite of informed
intellectuals on ths problem itself,

Cze of the ressons I feel that this coufcronce is
different from the others which have been conducted on these
very pioblems is that the problems themselves are pointed to
directly infcrmed persons; whose zesearch and personal ex-
perience besrs on these issues, It's the absence of the kind
of digcusaion we are having hers, ths kind of tcugh criticism
which Sidney Hook and Martin Mayer have mada of what I have
had to say, which s lacking in the entire educational system.
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ADDITIORAL QUERIZS AND RESPONSES

Ernest van den Haag: I would like to ask whether I am
icterpreting correctly, When I hear the discussion of quality
and equality, it eeems to have come down rather squarely on
the side of equality.

I think this is somewhat disguised by vemarks about
elite versus non-elite education, The word "elite" was here
used, 1t seems to me, in a very equivocal meaning. Do you
i means, Dr. Taylor, that th-se who ar: more at.e to profit
from learning hould not be given the opportunity to learn more?

This is what I though you might have meant by being opposed to
elite education.

This is somewhat obscured, because it seems to me you
don't make very clear whether you mean by "clite" those people
who acquire a higher status, not because they have more op-
portunity to learn, or because they are more gifted, or more

abie te learn, but because of ascribed distinctions such as
status,

) To put it more specifically, don't you think that if
we are to select people to go to a school of medicine or to
study medicine, we should consider the people most gifted as
future physicians first and most?

If ve had an armmy, and we consider that in an army we
need both officers and privates, don‘t you think that then we
do need officers' schools, and that we will in a sense have an
elite of officers? The schoole should not be closed, but open
to those who are gifted for the kind of leadership in the army
or, for that matter, in a different form,in any profession in
any soclety.

I T understood you correctly, you seem to bs opposed




to tnac thing, I think your posiiion rests on a confusion

of this sort of a need with hereditary or other kiund of

neec. Let me add, of course, thai the kind of ornortunity

for additional learning that would be invclmed,should not
preclude our concera for those unable to profit from additional
learning and thut such education should be equal in many other
respects, DBut as far as the strictly learning opportunity is
concerned, are you really opposed to letting or helping the
more gifted to learn wore than the less gifted?

Harold Taylor: 1I'd like to respond to that on two
levels. First, in my experience with students, the decision
by a student, place. in the context of those who seclect
hin for furthar education, is usually ome conditivmed by
cultural facto¥=i¥m his own enviromment. He wants to become
an architect or a doctor or any one of other things for a
variety of reasons, some of which are personal. I am arguing
that our selectisn of those who are worthy of higher education

demands a much more differentiated conception of quality than
the one new current.

The one now current I find to be that of scholastic ap-
titude in a narrow sense. So that a good physicisn may or may

not be one who 1is presently selected out by onr kind of academic
screening,

Let me relate that specifically to your analogy to the
military services. Certainly there are those vhose talents
lie in a technical direction, and it would be foolish not to
indulge the interests of thoge with ths talents specifically
degigned for particular kinds of professions and occupations.
But my experience in the Navy with the select{on process of
radar operators and officers indicated that most of the attitudes
which the Navy took to recruits who could be moved into technical
positions were culturally oriented rather than psychologically
sophisticated. One of the-tasks which I was privileged to
undertake was to usdo-€Ehis fallacy.

It's that kird of experience directly with young people
vhose talents are as yet undiscovered which makes me believe
that our major concern must be to adapt an educational system
to the particulsr eituation of each child or ezch 17- and 18-
year~ old at that crucial peint in his cwn career where becomine
a member of an elite is nct his problem. Msviag from his present
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situation into another one more advantageous to him and to
his total aim i8 the probiém which he hae.

I used elite in a pejorative semse to identify our
socicty's tendency to distinguish betwsen a mass culture
and another group of entrepreneugs and wanagers who run the
mass. The selection process for those who are going to enter
the managerial and entrepreneurial class is at present not
designed to give advantages to those most worthy of them.

Van den Haag: What you are criticizing, then, is the
present selection process, and I would agree with you it is
gomething far from perfect. But you are not opposed to elite
education, rather you are simply opposed to the way the elite
is being selected at the present,

Taylor; Lot me enter on the second level which you have
spotted jmmediately -~ the conception of an elite itself.
It’s a word that I think is risky to use, since it is very
difficult in the American vocabuiary to define it with
sufficient precision to make it meaningful.

Let’s use another word =- the selection of those
qualified for further education whom -ve identify by their
being in the upper 507 of their classes. As a corollary
we exclude thelower 50% My notion is that we should not
Prevent further development on the part of the lower 50%
by scieening them out, but rather should develop new forms
of teaching, using whatever insights we have into the curricu-
lum, into new materials which can take the whole entering
freshman class from where it is to where it cculd g0. At the
Present time the freshman year in many places is comsidersd to
be a screening device to 10se 30 te 40% of the beginning

students on the grounds they weren't good enough to be there
ia the €irst place,

Now, it's in this context I am talking about the con-
ception of an elite as referring only to those who have, at a
given point in theiz lives, developed sufficient scholastic
aptitude to be able to do the kinds of things which egre done
in what we call the quality institutions. This I comsider to
be a wrong-headed conception of what education is.

I believe the development of individual competence,




b2

intellectual interests, esthatic sensibility and sheex
aullity to handle ideas are among the major purposes of
education, I dcn't meke a distinction between greater and
lesser degrees of the kind of talent which can variously be *
found among musicians or painters or sculptors or embryo
physicians or asrchitects. I find many ways of taking the raw
material of a freshman class and, without having ome con-
ception of what talent is, employ a more differentiated con-
ception of what quality in education is by adapting a new
curriculum to whoever thuse people era, I think that would

be my effort to answer your query about what the elite amounts
to.

Sleen Wayland: 1'd like to ask what "education" is
referring to. Are we talking about ‘higher education as well
as schools? In Dr. Taylor's paper, and in many other papers,
the focal point of attention apparently is on the school system.
Now, I ask this question partly for clarification but partly
because I sm convinced that a generation age we could have
focussed on the schools significantly without too much attention
to college.

Today, Powever, it's a quite different kird of context,
8o that it's aot possible any lomger to talk about the school
as if it were a separate kind of problem, not to treat the
curriculum of the school as 1f it were a separate kind of
Problen fiom that of the college. .-

I think it would be of value for us to see whether in
talking about quality and equality we are concerned about the

whole educational system, or about the primary and secondary
schools alone.

Taylor: I specifically wanted to addrass myself to the
whole system, and that is why I used the term "koowledge in-
dustry", to cover a whole spread of ideas having to do with
the orientation of the public school ag well as the university.

Robin Williams: I thought the thrust of Dr. Taylor's
Temazis with reference to the elite and others was not so
much what kind of teaching we held out to the ones who could
do well but rather to insure that we did not deprive those
who did not do so well. I saw the idea that we strive more
imaginatively and we have to insure that we do not block off
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those who are not in some special class. I wondered if chis
is cor=zéic,

Taylor: That is what I was trying to do.

Arthur Bestor: Throughout your psper, Mr. Taylor,
you seemed to be making a dichotomy between a concern with
education defined in academic terms, in terms of academic
disciplines, ard an education which will be concerned with
society and soctal problems. I think that's a fair statement
of the elemeut in the paper.

Now, is it then your judgment that academic scholar-
ship today is not sufficiently attending to the current
problem? Are sociology, anthropology, history and economics
very much concerned only with professional problems, and
unconcerncd with the world? If this is the case, which I
have my doubts about, where are the schools to get the
guidance that is going to take them out into society?

1f, on the other hand, you do feel that the academic
disciplines today are concerned with social problems, why
is it a fault to try to bring the curriculum of the schools
up in accord with academic discipline thinking on social
problems today?

Taylor: I think your first statement is closer to
what I feel in observing high schools and colleges; that
is to say, that the academic discipiines are more related
to the problems arising within the hiararchy of academic
subjects than it is to the substantive content of issues in
the society itself,

I £find in the curricula of the high schools no sense
of relevance betueen the work in socisl studiss and tha
bigger issues under which the disciplines can operate in
order tu answer certain questions.

Tae questione themselves, I think you would agree,
change from generation to generation. I don't find the
curricula in these areas adapting themselves to those
changes and the different set of questions being answered
by the disciplines. This is particularly true in philosophy,
vhere, instead of dealing with those concerns which affect




moral and social values, the philosophers within the
universities are talking about the semantic issues, ths
: liaguistics and other igsues not relevant to developing
3 : within the student a sense of intellectual in iry or
| ' inducing some of the values which are :a«mgu 1£ rcudents
are to develop what Mr. Hook referred to as a sense of
democretic rssponsibility.

Now let me make a corollary statement in order mot to
be misunderstood. I have a terribly high regard for the
sheer exercise of the intellect in difficult or easy materials,
— I have a great sense of concern that, within the reforms i
' recessary in education, what we consider to be the scholarly L
disciplines are not considered as obstaclés to the development
of intellectual acuity. I prize rather more than a great deal
of my colieagues in education that sense of relevance of the
mind to itself, involving the sheer enjoyment of the exercise
of the mind on difficult issues and the necessity of gaining
a background of informatioa and knowledge which can only be
had by systematic study.
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What I am concerned sbout {s that at a given point the
y development of systematic knowledge about given areas within
: the curriculum has been pushed at students, without any sense
of what they ate ready for, what they can respond to, and on :
what level they can deal with the academic material. And it is ff
3 very difficuit to sse:the word "acadmic" as it is in the case of
3 elite, without being mfsunderstood. Perhaps another word would
h be preferable. The systematic inquiry into various areas of
; organ: 'ed knowlecge is a key function of the schoole and the
. universities. However, if those inquiries in those disciplined
3 gathering together of bodies of knowledge are not dome with some
. sense of relevauce to what the major questions are, then they
N become quite useless and intellectually defeating on the part
i of students. .

- N

Marvin Bressler: We have been operating on the implicit
asgsumption that equality is a sseful goal. This is in fact what )
I believe. .

S I ’

At the same tima, I would like to hear anybody or all
of you discuss the senss in which this is trus; that is, {f
equality is deemed desirable and inequality undesirable, it must
be 8o in relation to either certsin consequences or certain stan-
dards.
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By what mandate of individual welfare or sccial function or
ethical standards may we conclude that equality is « casirable
goal to pursue?

Martin Mayer: Equulity implies comparability in many
of the areas of the things that we are talking about. You
do have various mechanisms which ensble you to reduce to
baseless qualities what you are talking sabout. The most
obvious is the market wechanism, which reduces everything
to sums of money which are neutral end which are comparable.
But if you are talking about the equality of a first-rate
painter and a first-rate composer, you are not talking about
anything that's significant or meaningful. And if you are
talking about the equality of human beings, except in terms of
an egalitarian income or the equality of souls; which becomes
equally neutral in most people's hands, I don’t think that

you are dealing with anything that has a significance or a
meaning.

What we are talking sbout, I suppose, is an equality
of freedom of motion which is going to produce very unequal
ends. It's supposed to produce unequal ends. We'd have a
horribly dull existence if it did anything else. And the
problem is that we cperate in such a way as to give highly
divergent freedoms of motion so as to yield very highly
divergent estimates of quality. But the notion that you wind
up with something so bland and mathematical and basically
unpleasant as equality strikes me &s a very unfortunate notion.

On tha other hand, I wouldn't want to criticize the
word, becauce almost any other word wouid be equally bad, If
you use "equivalent", you are being pedantic. You would
have something a little less objectionable as a word, but
you would be one step closer to what we are talking sbout, I
think, cne step further sway from ths naturality that is implied
in the word "equality",

Sidney Hook: I feel that is not very responsive to ths
question. In fact, I am bewildered by Mr, Mayer's answer, I
thiok that this whole problem of equality is central; it ien't
a matter of neutrality,

While we spesk of the Regro vevolution and we talk
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about the equality of opportunity, we mean something very
important, something for which people are prepared to die,

Now, the meaning of eqimality in education is funda-
mentally moral and the genius of American education that
distinguishes it from education cvarywhere in the world
is our belief that every human being, every citizen ig en-
titled to as much equality of opportunity as society caa
provide at a definite tima. The aspiration is mot altogether
a guide to practice, but as our country developed, we have
taken this ideal seriously, and it is involved with the whole
question of elits education in the bad sense.

Years ago there were people who frankly said that they
didn't care very much what kind of education the Negroes got
or vhat kind of education the Jews got; they were interested
only in the education or their own kind, their own class. And
you can find other justifications besides the moral Justification
for emphasis upon equality in education, but this is funda-
mental. If you challenge this, then you are raising a moral
question as to why equality of concern is preferable to
special kinds of selectivity,

Let me put it this way in its perhaps most elementary
sense. Parents in the family who ere aware of the inequalities
or the capacities on the part of their children are nonetheless
equally concerned about each of their children =- the bright
and the one who is not so bright snd even the dull =- and no
one is surprised at that, because we pre~suppose a feeling and
an emotion of concern for all children.

Now, the democratic ethos really asserts that the
same attitude that the parent takes to all of his children
1s the attitude that society should take to all it its children.
You may regard that as natve and objectionsble, but I think
that's the basis of our commitment. And if someone wants to
challenge that, then they must challenge it on some aristo-
cratic notion. Very few people are prepared to do it on the
basis of a pure principle of aristocracy, Even Plato main-
tained that threugh his educational system he was enabling
ell twmen being to find themselves in such a way they would
hsve equal opportunity for happiness. :

There 1s a tendency on the paur: of most pecple who
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reflect to accept the principle of equality of treatment as
part of a theory of fustice, so that when you treat people
unequally, the burden of justification rests upon you. So
that those who take issue with the democratic attitude in
education would then have to offer some good reacons why
we ghould treat some people unequally.

Judon T. Shaplin: Another element is our growing

' uncertainty about cur ability to judge capubilities, at

¢ whatever age, and any kind of premature judgment that

R challenges a person in any particular divection. One of the

. things I sense in the immediate climste of the Negro revolt

- . in the last couple of years, the emphasis upon pre-school, is
5 an increasing uncertainty about this, and the growing realization
: of the way in which accidents of birth and early circumstance

increase our uncertainty about knowing about children.

John W. Powell: I am increasingly disturbed by the
serse that during the whole evening we have been talking about
education In terms of the classroom curriculum and the
educational testing service, whereas, we are actually talking
about the future of a gociety.

*
M AN AR e s

One of the taleats wkich the society requires, which
is unpredictable and is demonstrably unrelated to marks in
school, is the talent of leadership. No society cen exist
without leaders, no group exists witiout leaders. The talented
leadership comes from what source we don't know. And yet
every soclety will have leaders.

P I R JREVNEL SR

You know from your own experience that your best leaders
; in high school and college often come from your Ceminues students
and yet they will go on to be the nation’s leaders. One very
real question we have to deal with, then is how is the edu-
cational system going to see to it that the leaders of the
nation: are -- and we were very much for a while in danger of
being in this situation -- that the leaders of the nation are
not uneducated,

B T I

Hook: I thought you said that our leaders came from the
C-minus students. Since we always have them, why should we
worry abcut them?

Powell: Becsuse we cannot afford uneducsted leaders.
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Hook: I'm a little suspicious of training for
leaderchip in a democracy.

Powell: I mean how can you see to it that those who
are going to be leaders are educated, not necessarily in
terms of A's and B's?

Hook: Well, I could maintain that if you look at the
presédents we have had, Truzan and Risenhower, yuu can make
a good claim that you could just as well have election by lot
in a democracy. And the Creek system of election by lot dida't
work so badiy, because they were all pretty well educated.

Poweli: They kind of went under, I believe.

Hook: Yes, but not as a rasult of their education, because
all cultuwes go under sooner or later, including our own.

Powell: Are we to take this for granted?

Hook: I think that 1f the second law of thermn-dyramics
is valid, we can take it for granted.

Taylor: I'd like to shift %G a technical question. The
Soviet system of education makes extreme claims, as we o, for
equality, and their system is organized under a 10~ or ll-year
program of free education. The taechnical wmesns through which
this concept of equelity is applied consists of noving the
children in the Soviet system through certain courses of study
and through certain experiences controlled by the educatlonal
suthorities, which are equal in the application. But their
conception of equality is different from the one which I think
is being advocated here, which adapts the educational system to
the present situation of the people in a given comanity.

The thing that horrifies me is, if you go out to certain
sections of the country and talk with the teachers in any given
high schools, you will find that there is no national effort
consonant with cur claim to establish that adaptation of the
educational system to the need for equality, which in our terms
means 2 differentiated concept of quality at a given stage in
the child's development,

What is needed at the moment is perhaps some more tech-
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nicsl exercise in developing a conception of equality
which doesn't fall into the fallacies which Mr. Hook is
hinting at, which then depriwess saaebody cf a chanza to
move through the social system, whetber he is C-minus,
A-plus, or whatever., And I belisve if we kepp igroring
these qualitative fuctors in the conception of equnlity,
we are making & terrible mistake in that we are equating
our gystem with & controlled system in which everybody
will have to be equel, because they are all studying the
same subjects.

Edgar Friedenberg: I've interpreted Prof. Bressler’s
raising of this issue as perhaps at ieaat giving sanction
to question the value of equality itgelf as always the
Paramount nonsideration or a Jdominant one when & choice
involving a hierarchy of vaiues has to be made.

I must say that comparatively few things thst have
happened to me that turned out to be agreeable or lucrative
wexe ever done 1 the name of equality; quite the coantrary
a8 a matter of fact. And whether I wanted to favor it would ‘
depetd on what one was being equal about, and what seemed to P
be lacking or needed in a social situation st a prticular
time. I don't think you can very sensibly be in tuvor of
almost say value. I can think of none im which you can say,
"Well, no matter what condition society is in, what problem
it is facing, it's always going to need more this cpe". I
think most of the ¢itm in history and most of the societies
in which cme might have lived has quite easily taught too

little application of tha principles of equality in most
situations,

At this time I'd want to think of its countervailing
in whatever I was dealing with, I am concernad, too, sbout
there being no opportunity, unless there is masnt to be, of
asking the price of a particulsr value, even .if you do agree
that it is gocd. Equality in a particular educational context
night still zost moxre of other things that I am trying, and I
would be willing to velinquish and I am quite sure that it
is true in a great many educational situations.

Yaylor: Would you give an exanple of what you meen?




Friedenberg: S8pecifically, in curriculum I disiike
hoving to work with materials thet are made intelligible to
a large number of people at the cost of what seems to me to
be loss of mesning. I write enough for a variety of editors
to kuow that in primciple this principle is scarcely questioned.
In society people can say, "Yes, I understand, but, by trying
to be so subtle, you are simply putting it out of the reach
of a large number of the people you might be writing for." All
I can say is that is indeed one of the unfortumate consequences
that I am prepared to accept.

What I really want is to say what I mean to whoever
may happen now, or if the recozrd is preserved, latar, to be
along who might understand it.
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Hook: Aren't you confusing squality with the quantitative?

Friedenberg: No, I don't think so.

Hook: Well, the illustration refers to the quantity
of the people. I could understand a written-down versior of
what you wented to say, and I can't imagine «ny editow asking
you to abandon your subtle expressions on the grounus that you
were treating people unequally.

It is true that the temm "equality" as a value by itself
is never gufficient. It's quite clear when we say we can treat
people equally that we can also mistraat people equally, and
therefore there must be something else besides the equality of
treatmenc. Usually equality as a value, as & social value, goes
hand in hand with something which you may call social welfare
or humzn happiness, and there are occasions in which justice
will conflict with happiness.

But as far as education in concerned, you can't state
everything., We presuppose a whole background here. When we
talk about educstional equality, we really mean broadening the
oppostunities for individuals who have been unfairly neglected
or ignored.

Let's take an analpggy in other fields to see this. When
we spaak of political equality in any particular context, we say
“Now, we want not only ment to vute, we want women to vote. We
want not oaly white men to vote but all men to vote®, The
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sgeumption is that citizeaship or the political aspects of
the situation are such that we have approved them upon
reflsction, dut the irreducible element of justice remains.
Taat is to say, cvery child has a right to tl. development
of his capacities,

Friedenberg: 1I don't want all men to vote. I don't
want them to be restrained from voting, but I em delighted
vhen they loge their way to the polls very oftea.

HEock: 3But yov doa't want to deprive pecple from voting,
do you?

Ftiedenbers ¢ No.

Hook: That's the important thing when we speak of the
political -guality. They should have the right to vote, all
men should hava the right to vote.

Mayer: 1 think we are coming back to what I was objecting
to, that equality and diversity are in a sense logica) antagonists
and that you simply have to live with this. Certainly Prof., Hesk
does not propose to give equali*y of treatmeat to tha youngest
of the Rockefellers and some poor kids in the slums. Because
their situations are diverse, you don't have equality of
treatment. You have to do something else. Nor are we talking
about putting them both through the Harvard Graduate School
unless they have some aspect in which tusy are not diverse.

In talking about equality and justice, chen, there is a
very great danger of getting so far up in the air that you can't
see what tho animsls arc eating down below. We are veiy con-
cerned here, I think, with the promoticn of diversity and with
the fact that people are very different from each othar, and
what equality means in this context is something very, very
tricky and not easily to bs taken into real terms, It alwaye
winds up cn a very high plane.

Hook: May I vespond to that? I think this is crucial,
even though it involves a philosophical issue. See, this
presupporition that equality entails uniformity or idemtity
is what I am arguing against. In fact, what I saying 1is
that the moral meaning of squality, where humsan beings are
concerned, is an equality of difference, that Kegross and

N
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whites and Jews and Gentilee are differect, and we don't
want to eliminate all these dirierences sc that each one
becomes shiningly indistinguishable frome cach other.

What we oppose to the melting-pot concept .od 17,
Anerican concept is the assunmption that equality involves
& uuiformity and identity and than a2 mediccrity. We say
people can be different, uman beings have different neads,
but each one has an equal right to have his specific needs
taken into account. The genius of modern education, as

istinct from the past, it pecms to me, iz the gwarsosss
that education in soms way must take account of the needs
of ths learner end to present what is desirsbie in the way

of education to him in such a way that he grows with tiis
naterial.

Seymour Harris: A fexr econcmic points. I think we
have had bad economics here so far. I think that Prof. Hook
needn't vorry about the time when we will have to pay to do
sose work, I think he exaggerated this problem of automation
and technolegy. I think most psople in Washington say therze
have been no great chsnges in recent years, so I don't mean
to ssy thare aren't any problems here.

Now, in Mr. Mayer's digcussion, tue whole economic
issue was rather minimized. I don't for one minute believe
you can have a g0od educational system only by getting cash.
If you put out more cash, yo have to get more supplies or
resources if you are going to do a geod job. But I don't for
one minute balieve that it isn't isportant to get some cash,

There's besn & trenendous increace in the amoumt of
money spsut on aducation, if you put on a per capite basis
the number of people who are being educated, you will find
an entirely different result. Ac & matter of fact, for
examplie, in highew adesision, L{f you compare the amount of
money spent per student with tha rise of per capits income ‘v
the nation over a long pericé of tims, you will find that
actugliy the atandards of higher educetion are comsidarably
deteriorated ia relatfon ¢o vhat has besn happaning to the
ececnomy.

¥r. Maysr also said that wa shouldn't txy to measure
the net results of education, that thic ic 3 silly thing to do.

]
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I am not so cure, but I wigh we could measurs the regults.

A number of studies showed that Harvard, Yale and Princeton
alieni had meck higher incomes than slumni of other colleges.
I would suggest that Harvard, Yale and Princeton do a wondez-
ful job on their education. Although as one of the editors

of the Harvard Crimson said when I suggested tuitions ought
to go up, he said: should tuition go up because Mr. Harris
says that Harvard education will give you co much 7 icome? And
Prof. Harris says that the Aga Khan gets 2 miiiion dollars'
worth of income because Le want to Herverd. That's not my

SOSLEi0n,

I did want to say when Mr. Taylor said something about
the fact that we haven't solved cur problems of distitdbtion,
uneaployment, full production, poverty and so forth, I think
that isn't axactly correct. I think we have done a great
deal in these areas., This is a highly prospercus economy,
vith only 3% of the hesds of families unemploysd; and of
all people who are unemployed, ons-third of these people
are only seeking part-time jobs. The unsmoployment problem
isn't nearly as bad ss people make it ocut to be, It is an
impoxtant problem, but not nearly so bad as what Mr. Tsylor
has written.

Now a word about the tests. I don't think that the
experts on tests aren't gware of the difficulties of tests.
I s not sure they depend so much on tests as Mp. Tsylor
says they do. I know at Hervard they pay much more attenticn
to what a studant does in school, his grades, ia school, and
8o forth, and what the principal says about him. But I also
wvant to remind you of somathing that John Gardner says about
testing in his brilliant book on excellesncs. He said he can
remguber the time when teachsrs judged their students by how
much steak thoy had on their fingernsils, or what their accent
vas. The introduction of tests did a tremendous amount to
b;:tng about fair troatwent of students, and we mustn't forget
that.
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INTRCDUCTIOR

A furd-reising pamphlet, first issued in 1752, by the
College of New Jersey, later Princeton University, begins with
an affirmation that was even then common lore: "Nothing hag s
more direct Tendency to advance the Happirzss and Glory of a
Community, then the founding of public Schools and Seminaries
of Learnigg, for the Eduecation of Youth, and adorning their
minds with useful Knowl~3ge end Virtue." The evidence for this
assertion presumebly rested on "Daily Observation”" thut "evinces,
that in Proportion as Learning mekes its Progress in a Country,
it softens the natural Roughness, cradicates the Prejudices, apd
transforms the Genius and Disposition of its Inhabitents. New
Jersey, and the adjacent Provirces » already feel the hzppy Ef-
fects of this useful Institution,'#

; It is peculiarly appropriate that two centuries later

, Frinceton should be the site of a conference whose theme "Qual-
ity and Equality in Education" implies that these "bappy Effects"
will not te diffused throughout the land until high quality
schooling is equaliy accessible to all Awericans regardless of

creed color, national origin, social class, or differences in

. waent. The achievement of this end is both a social necessity

: and & moral obligation that is not fully discharged by the ns-
tional commitment %o tax-supported, universal, compulsory edue
cation. The equel right to attend some schnool 18 merely & neces-
sary but not sufficient condition for "equel educational oppor-
tunity." A more adequate definition of this concent would be
attertive to the full range of variables in school and society
that enhance or impede learning, There 1s no real parity when

. soma children are systematically handicapped by environmentally

d induced social angd psychological deficits or when the schools

digtpenae high quality education exclueively to the academically
gifted,

Recent research on the problums of the poor, egroes )
and Puerto Ricans lesves no doubt that the school syster megni-
| fies the inequities of a stratiried soclety hy offering some
i children superior education while denylng it to others, Mean-
: while. the mediocxe or bel-~w average student from high incomo
N communities is victimized in a more subtle fashion. BHe is often
- publicly symbolized s & failure by a school that measures ite

. ¥ Giibert Tennent and Samuel Davies » A General Account of the

- Rise and State of the College, Iately Established ip ire

. Province of Kow-Jerss in Awerica, (London 1754), p. 3

N quoted in Richerd RoPstadter snd Wilson Smith (eds.), Ameri-

» can Iducation (Vol. One), The University of Chicigo
B Prees, 1961, pp. G1-%2.
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O¥R success by the proportions of its graduates accepted by
Prestige colleges. The result is in varying degrees similar
in both caser: <the individual child experiences a deflation of
self, anxiety, and hostility. At the sccietal level, lack of

ing talent, as an agent for econcmic growth, as a vehicle for R
social mobility, and as an instrument for peacable social :

change, f7

Discussions about these matters have not always been ;f
responsible. During the "Great Debate" on education, the A
"eritics'" overwhelming preoccupation with the Droblem of B

gifted children debased the concept of equality, while the

"educationists!" Seening indifference to intellectunl rigor
violated the principle of quality. In view of these circum-
stances, it seemed urgent to convoke schoolmen and academics
of diverse viewpoints, disciplinary affiliations and experi.

tlon of instruction," there was comparatively little discuss:ion
on the allocation of "class hours" to various disciplines, the
appropriate sequence of cognitive development, and other techni-

there were ng full-scale discussions .on the pace at which it j
should proceed, racial ratios, the bussing controversy, and kind-

The selection of specific topics within the context of -
the btroader theme was guided by ths comviction that, in its most "
fundamental form, education consists of a classroom, teachers, '
pupils, end a set of organized experiences that are designed to
Yield pre-selected outcomes. These include, at minimum, changes
in knowledge, skill, values, and personality adequacy, However,
the miniature social system of the classroom is connected through
the school to & larger institutional complex that restricts its
autonomy. In the mosg general sense, the classroom i<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>